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e

TUESDAY, OCTOBER 26, 1971

U.S. SENATE
SeLecT COMMITTEE ON
Equarn EpucarioNar. OpPoRTUNITY
Washington, D.C.

The Select Committee met at 10 a.m., pursuant to call, in room 1318,
of the New Senate Office Building, the Honorable Walter F. Mondale,
chairman of the committee, presicfing.

Present : Senators Mondale and Hart.

Stafl members present: William C. Smith, staff director and gen-
eral counsel; Donn Mitchell, professional staff; Donald Harris, pro-
fessional staff; William Hennigan, minority counsel; and Leonard
Strickman, minority counsel.

Senator MoNpaLe. The hearing will come to order, The hearings
commence this morning with a series of witnesses on the Michigan
schools. Dr. Kruger, I understand is not here yet, and we will call
as our first witness Ronald Edmonds, assistant superintendent for
school and community affairs, Michigan Department of Education.
Mr. Edmonds.

STATEMENT OF RONALD EDMONDS, ASSISTANT SUPERINTENDENT,
SCHOOL AND CUMMUNITY AFFAIRS, MICHIGAN DEPARTMENT
OF EDUCATION

M. Epxronps. Would you like me to proceed ?

Senator Moxpare. Yes, I have your statement. You may proceed by
reading it in full, or however else you wish to proceed.

M. Epyonps. Thank you. I don’t intend to read it. I just want
to briefly summarize the outstanding points.

Senator Monpare. What I will do then is include the full state-
ment in the record* as though read and you will emphasize those
parts you wigh.

Mr. Epmoxps, The statement that I have submitted consists of
three parts. The first part is a brief description of certain important
events in the last decade of public instruction in Michigan, concentrat-
ing on the effect of those events on the nature of decisionmaking in
educational affairs in Michigan.

The second Pnrt is a description of accountability as it is being
articulated and implemented by the Michigan State Department of
Education, and finally, there is some discussion of the discrepencies

*Sce prepared statement, p. 9304,
(9379)
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between certain program of the U.S. Oflice of Education and the
Michigan Department of Jiducation.

Senator MonparLe. Is Michigan one of the States included in that
list of rebates under Title I'?

Mr. Ep>onps. We are.

Senator MONDALE. Congmt{llntions.

INCREASE IN EDUCATIONAL ACTIVITY

Mr. Eparoxns. The events that I’d like to concentrate on ave few in
number, and only intended to illustrate certain trends. From a statist:-
cal point of view, Michigan is no different than the other large States
of its kind, that is to suy, over the last 10 years all the measures of
eduentional activity and expense, participation both by students and
professional personnel, and increase in facilities construction for edu-
cational purposes and their utilization, and there is a further indica-
tion that o greater and greater proportion of the State’s resources are
being invested in institutions of public instruction, and finally, and
perhaps most importantly, more and more Michigan citizens are
receiving more and better education that responds to their needs, and
in many instances responds to their needs as they articulate them for
themselves.

Despite the ability to provide you with dramatic statistical evidence
of the success of public instruction in Michigan, nonetheless we are
again no different than other States in that there is considerable dis-
satisfaction both among professional personnel, among students, and
among Michigan citizens, in my judgment the reason being that Mich-
igan has progressed to the extent that the educational expectations
in Michigan are rather greater than our educational progress, despite
the fact that we have made considerable of the latter.

Turning then to the history of the decade in public instructions,
there are a few illustrative events that will make my point. When the
decade of the 1960’s began, the Michigan State Departiment of Educa-
tion was an essentially subservient. institution, in that it defined its
role essentially in response to what local educators and members of
the local education communities had to say about what they needed.

The nature of the election of the superintendent of public instruc-
tion, the nature of the availability and distribution of public moneys,

-and other matters, conspired so to speak to make of the Department

an essentially responsive agency as opposed to initiatory agency.

Twning then to the events that went on throughout the 1960’s, that
saw elteration in those circumstances, the last half of the 1950's was
the period of greatest increase in the numbers of community colleges
in Michigan and the early 1960’s saw the department exercising a good
denl of activity by consolidating the gains that had been made in that
respect, and so on.

T only mention that because, despite the dramat.c increase in the
number of community colleges, that was an instance it which the role
of the departiment was strictly a function of its ability to persuade, and
there was, virtually speaking, almost no coercion or regulation or any-
thing of the kind involved in that activity.

S . e e e e e e e —
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Froerav Acrs Brine CHANGE

Shortly thereafter, however, two Federal acts occurred, which began
the change in the nature of our relationship. The first was the Voca-
tional Education Act of 1963, and the second was the Elementary-
Secondary Education Act of 1965.

The significance of those two being that they caused substantial
amounts of Federal money to come into the department for distribu-
tion to local school districts, which made of the Michigan State De-
partment of Iiducation, for the first time, two things—first, an advo-
cate of promising edvcational practices when Federal moneys were
being utilized; and second, an({ perhaps more importantly made of
the department of education for the first time a very serious monitor
of educational activity, educational programs.

In other words, made of the department a very substantial presence
in local educational affairs. :

The carly 1960’ also saw the implementation of a State-funded pro-
gram of stndent financial aid, which took the form of competitive
scholarship grants and loans, and that was an illustration of the ability
of the local educational community in Michigan to persnade the legis-
lature and the State board and the department to take certain actions
that increased student participation in higher education, and so on.

But then turning to an event that is of equal significance to the
Vocational Education Act, and the Elementary and Secondary Edu-
cation Act, in 1963 Michigan citizens passed a new constitution which
caused a dramatic revision in Michigan’s educational affairs, in that
an cight-member State board of education came to be elected statewide.
TW.e State board then appointed a superintendent of public instruc-
tion, who had previously been elected, and, as a result, the Michigan
Department of Education was reorganized into one of Michi%mr’s 19
new State agencies, and I mention that only because, prior to the 1963
constitution, Michigan had had more than 150 agencies and boards of
commission, and other instruments of State government,

In the fall of 1969 began the operation and administration of the
State board of education assessment program, and that is a highly sig-
nificant event because, first, the State of Michigan is the leading State
in the Nation in the administration of the statewide assessment pro-
gram which undertakes to measire educational progress for all public
school students in the State in grades four and seven,

Therefore, as a result of assessment, the department became the chief
depository of educational data which described the delivery of educa-
tional service in Michigan public schools.

Finally, in 1970, Michigan citizens settled the question of whether

or not we should use Michigan public moneys for the support of pri-.

vate schools, when Michigan citizens, by electoral mandate, forbade
the distribution of public moneys to private schools. _

The present era, that is to say, the era of the 1970, saw Dr. John
Porter become superintendent of public instruction and bring with
him a model of accountability which hus played such an important
role in what has gone on in Michigan education since the beginning of
this decade.
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EFFECT OF ACCOUNTABILITY

The next matter that I want to return to, having made those refer-
ences to outstanding historical events, is the effect of accountability on

ublic instruction in Michigan. Stated very briefly, accountability as
1t is perceived and practiced in the Michigan State Department of
Education, consists of six elenents which you may have seen referred
to in other discussions of the matter, but very briefly, for Michigan
purposes, accountability consists of the following :

1. The development of educaticnal goals.

2. The settling of performance objectives for the purposes of ob-
taining those goals.

3. The undertaking of assessment for purposes of ascertaining
whether or not the pursnit of performance objectives brings us
close to the goals we have set forth.

4. An analysis of the data that assessment yields.

5. Evaluation and testing.

6. Recommendations either for the continuing of activities that
have been adjudged successful, or recommendations for altera-
tions on the grounds that what we have been doing has not been
getting us where we want to be.

I have allowed Dr. Porter to speak for himself on the subject of
accountability by enclosing two statements.* One, “Accountability in
Education,” which was an address given by Dr. Porter on the subject,
and second, a position statement on “Educational Accountability,”
which in effect describes the department of education’s perception and
practice of that procedural form.

DispARITY BETWEEN STATE AND I'EDERAL PROGRAMS

What I want to turn to next, then, is the extent to which the depart-
ment’s operating under accountability has caused certain programs
administered by the department to represent a rather dramatic and
substantial departure from similar programs administered by the U.S.
Office of Education. ‘

And for this I have chosern essentially three examples at the Federal
level. First is compeusatory education as illustrated by Title I. The
second is assessment as subsidized and adrainistered by the U.S. Office
of Education.

And finally, vocational education, as illustrated by the Federal acts
that have caused public moneys to be made available in that regard.

Let me say first of all that in describing these discrepancies, it 18 not
my intention to be critical of the U.S. Office of Education, and neither
is it my intentlon to suggest that this is a matter that, of necessity,
ought to generate any particular kind of activity.

It is simply to say two things. First, I think that where there exist
sharp differences between two institutions as large as the State de-
paitment of education and the U.S, Office of Education, that ought
to be known both to the public and to the community and professional
educators, partly so that they might be aware that we have two large

*Sop part19C, Appendix 1,
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institutions undertaking to deliver the same kinds of services In
rather dramatically different ways.

And finally, it seems to me that these discrepancies at least suggest
that onc perhaps ought to prevail over the other.

Keeping that in mind, then, let me turn first of all to Title 1.

I infer, on the basis of the age, the persistence, and the pervasiveness
of Title I, that it is very substantially illustrative of the educational
premiseson which the U.S. Oftice of Education operates.

And I proceed therefore to make reference to the fact that pupil
eligibility for compensatory education subsidized by Title I is princi-
pally a function of sociocconomic status. It is not a function of pupil

serformance, not a function of the effectiveness of the school. It is a
function of socioeconomic status.

I therefore conclude that the Office of Education considers SES an
important, if not the most important, and reliable variable in predict-
ing and improving pupil performance.

The illustrative programs implemented by the Office of Education
consist of nutritional programs, home visits, Headstart, activities
of that kind, all of which are designed to cause governmental inter-
vention in the life of the pupil, the purpose being to alter the child’s
environment, and thereby somehow alter his performance in the in-
stitution of public instruction.

Therefore, Title I programs are directed to what the U.S. Office
of Tducation calls disabilities and discrepancics emanating in the
home environment. And I would suppose that you are as familiar with
the rhetoric of compensatory education as I am, and I will not go on
with that.

Fawwure or Titne I ProagraMs

What I do want to point out, though, is that the record indicates
that there is rather frequent failure of Title I programs, if the intent
is to measurably improve cognitive skills, and that as a result of
that frequent failure, what happens is that the community of pro-
fessional educators draw the conclusion that if more money were
available, and bigger Title I programs could be devised, then an carlier
and greater intervention in the life of the child could be caused with
presumably greater improvement in the cognitive skills that I hope we
are all interested in.

What I do want to emphasize is this, that while it is true that.sub-
stantial numbers of my professional colleagues consistently cry for
more and more money for purposes of compensatory education, it
might well be that they do so partly in obedience to the Congress and
partly in obedience to the U.S. Office of Education; since the Congress
appropriates these moneys, and the Congress fundamentally defines
the premises on which compensatory education will operate, it’s safe
to conclude that the Congress is at least as enamored of the relation-
ship of socioeconomic status and pupil performance as the U.S. Office
of Education is.

The Michigan State Department of Education is in full sui)port of
the concept of compensatory education, since we know that there are
students whose educational performance is less than we would like it
to be, and that we are obviously interested in ways of improving that.

What the department tales exception to is the efficacy of an educa-

4'_?3 8
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tional ideology that places the burden of performance on pupils, and
our conclusion is that when attempts at remediation concentrate on
changing the environment or the behavior of the child as opposed to
the school, that inferentially the burden of performance is being placed
on the pupil as opposed to the school.

And obviously, what I am leading up to is that the department would
like to see a greater responsibility for performance p}aced on the in-
stitution, as opposed to the individual child. _

Furthermore, and perhaps of equal importance, we view with some
disquiet the casual manner m which the designation “deprived” is cast,
as it were, over so substantial a portion of the population, when it is
possible to conclude that the deprivation may be more a function of
the disability of the institutions of social service than a function of the
nature of the individual children who are going to school.

So that what we are suggesting in this instance is three things. First
of all, that the designation “deprived” be more carefully applied. Sec-
ond, there be greater responsibi&it put on the institution of social serv-
ice; to wit, the schools. And finally, that in compensatory education
there be a considerable strengthening of evaluation instruments and
an inerease in the authority and the opportunity that the U.S. Office
of Education has that will cause a change in the delivery of servics
when the data that is yielded as a result of evaluation suggests that.

MicmicaNn STATE Aip Acr

Turning to the alternative, then, that the department has developed,
I want to say just a word about the Michigan State Aid Act, Section 3.
Section 3 of the Michigan State Aid Act is a State-funded compensa-
tory education program which causes $200 per pupil to be made avail-
able to local school districts when those school districts contain 30
pupils—or 15 percent of the pupil population—whose basic skill scores,
as measured by the Michigan g ate Department of Education assess-
ment program, are below the 15th percentile.

In other words, we use our statewide assessment instruments for
purposes of identifying students who aren’t doing well, and then
make $200 per pupil available to local school districts for purposes
of improving.

Senator Monparz. Will the school districts getting State money also
be eligib]e for the Title I funds?

Mr. Epxonns. Yes; it is eligible,

Senator Monpare. It is eligible for both?

Mr. Epmonps. It is. The local school district is free to dispose of
the $200 per pupil as it sees fit. This is not categorical. The only—
what shall T say?—strings involved consist of the obligation on the
local school district to provide the department with certain infor-
mation as a prerequisite to getting the money. First of all, the local
school district has to identify the pupils by name.

Second, the local school district has to provide the department with
the performance objectives in advance of the program.

And finally, the Jocal school district has to provide the department
with pre- and post-test results indicating the progress that the pupils
are making, who are in receipt of this State-funded compensatory
education.
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Senator Moxpark. How long has Section 3 been funded

Mr. Epxonps. This is the first year. The most recent legislative ses-
sion saw the first enactment of this particular form of Section 3. Theve
has been in Michigan before, State-funded compensatory education,
but what I am describing now is a rather substantial difference in the
State’s compensatory education system.

Senator Moxpare. Is Section 3-fully funded to meet all the children?

Mr. Epsonps. No; it is not. It is funded at the level of $23 million.

Senator Moxnare. How would you need to reach $200 per pupil ?

Mr. Eponbs. $200 per pupil throughout the State? I don't think I
would attempt to answer that.

Seenator Monbpack. Is 1t a long way toward full funding, or a small
way ?

InapEQUATE FUNDING

9

Mz Epsonps. I would say if the figure is $200 per pupil, then, per-
haps, three times that amount that I mentioned would do 1t.

Senator MoxnaLE. Section 3 is one-third funded

Mr. Enxoxps. Well, what happens with the $23 million is that it is
not parceled out to all the pupils who are eligible. All the school dis-
tricts in receipt of the Section 8 moneys are fully funded, since the dis-
tribution is made in a descending order of eligibility. That is to say, the
school districts with the greatest number of needful students are fully
funded first and we go on through school districts until the money is

exhausted.

_//,——Seﬁfﬁ fonparE. But approximately two-thirds of the students
who fall below the 15 percentile will not be receiving money under the

present funding levels? 4
. Mr. Epxonps. That is true. Would not be receiving State moneys
in any case. That is true. o : . :
Finally, Section 3—what I want tosay isthat when the pre- and post-
testing results that I referred to indicate the pupils are scoring 75 per-
cent of the performance objectives, then the school district is eligible
to continue in receipt of the S.ate.compensatory education moneys,
and the converse is also true, that is to say, when the pupils, individual
pupils, fall below 75 percent gain, then there are penalties attached.
The thing I want to point out, though, about Section 3 is the differ-
ence between Section 3, and Title L ST o
Senator MoxparLk.. Is there a performance contracting with the
school? In other words, the. school designated. a Section 3 school re-
ceives $200 times the number of students within that category, and
pli;)vided the schoolchildren in- that ‘catsgory ‘achieve 75 percent of
what? S Lo
Mr. Epamonps. Seventy-five percent.of the performance. objectives.
Senator MoxpALE. Who sets the performance objectives? - .
Mr. Epsoxps. The performance objectives are a function of dis-
cussions that goon between the local school district and the department.
Senator MONDALE. A re they set out in quantitativeterms? . .
Mr. Epmonbs. They are. T
Senator MoNpaLE. So much reading improvement per year?
. Mr. Epmonps. That’s accurate.. : - .- . .
Senator MoNDALE. So much mathematics?

I )
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Mor. Epmonos. That’s right.

Senator MonpaLe. You have not completed the fivst full year, so
you don’t know how that is going to work out ?

Mr. Epxoxps. That’s correct.

Senator Moxpare. OK.

Mr. Epxoxvs. The differences that I want to emphasize consist first
of all in that Section 3 makes no reference to socioeconomic status, race,
deprivation, or any other terms that inferentially place the burden
of performance on the pupil as opposed to the school district.

hat we are attempting to doin Section 3 is concentrate on less am-
biguousareas of pupil performance, and what we are further attempt-
ing to do is to shift the burden of educational performance from in-
dividual pupils to individual school systems.

MicrigAN’'s AsSESSMENT PROGRAM

Turning then to another illustration of the discrepancies between
the educational premises of the U.S. Office of Education and the
Michigan State Department of Education, I want to say just a few
wordsabout Michigan’s assessment program.

The U.S. Office of Education a few years ago funded a national edu-
cational assessment effort, and further, Title IIT of the Elementary
and Secondary Education Act includes and has included a needs as-

sessment portion.

The department is not altogether enthusiastic about either of those
assessment activities, the reason being that despite the fact that both
national assessment and needs assessment in Title IIT have caused a
good deal of data to be made available to educational decisionmakers,
the evidence available to us does not suggest that substantial numbers
of students who aren’t well served are receiving better service as a re-
sult oi the data that was produced by national assessment or by needs
assessment. :

In other words, our basic criticism would be that there is insufficient
utilization of the data that is yielded as a result of these assessment
activities.

Turning to Michigan’s assessment program, I already made refer-
ence to the fact that 1f we use our assessment data to identify the most
needful persons in Michigan schools, and if furthermore we then cause
certain educational decisions to be taken as a direct. result of those ac-
tivities, and that if you project you can see that Michigan is not collect-
ing data from assessment solely for purposes of having it,-and that
in many respects the difference '{;etween the U.S. Office of Education’s
investment in assessment, and the Michigan State Department of Ed-
ucation’s investment in assessment is the difference between using in-
formation that you get and not using information that you get.

And I simply want to emphasize that assessment is one of the com-

onents of an accountability model and that the department is acting,
1t seems to us, very appropriately in utilizing the data that we are gath-
ering as a result of assessiment. '

And speaking just descriptively, I mentioned before that our assess-
wnent efforts thus far measure all pupils in grades 4 and 7 in Michigan
public schools. ' -
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VocaTIoNAL EDUCATION DIFFERENCES

Finally, I just want to say a very few words about the difference
between vocational education as 1t is articulated, conceived, and prac-
ticed at the Federal level, and career education as an alternative, as
conceived and practiced at the State level, at least in the instance of
Michigan.

The Vocational Education Act of 1963, together with the 1968
amendments to that act, provided for Federal funds to su port vo-
cational education activities, and describing the principal elements—
they go like this:

at in order to be eligible, pupils have to be outh and adult, that
is to say, by and large vocationa education is directed to secondary
and postsecondary activities.

A further inferred conclusion, examining the 1963 Vocational Edu-
cation Act, is that public schools don’t need to be concerned with vo-
cational education in the elementary schools. The rules and regula-
tions of federally funded vocational education require local school
officials to distinguish vocational activities, the courses have to be
labeled that way so you have categorization that is perfectly consistent
with curricular generalizations.

And finally, vocational education perpetuates the concept that pupils
ou%ht to follow programs, since the vocational education activities
ander the Federal leadership conform to traditional courses and
curricular and programmatic arrangements.

Briefly then, For purposes of comparison, I just want to say a word
about Michigan’s career education thrust. First of all, we have included
all pupils at all levels, that is to say, Michigan’s career education, for
us, 15 devoted to elementary school t irough post-secondary instruction.

Furthermore, since the goal in Michigan's career education thrust
is career alternatives for z%ll, and we develop performance objectives
which are directed to every level and ghase of public instruction,
career education integrates vocational education into all courses in
addition to certain activ “ies that are specifically desi ned. But what
I really want to emphas.-e is that under our career esuca.tion thrust,
there is no such thing as general education, no such thing as college
preparatory education, and neither are there courses that are called
vocational education, since we intend that vocational education should
be a part of—all activities at all levels. And that as a matter of fact,
it is not possible to identify an educational activity that cannot be
called career education.

Let me give you & very, very brief example of the effect that our
career education thrust might have, and I emphasize that this is an
example. But it's a very attractive, and futhermore a realistic
example. _

Exanmrre oF CAREER EDUCATION

Under career education, we might devise something like this, that
we would mandate—and by we, I mean educational decisionmakers in
Michigan, the Legislature, the State Department, et cetera—we would
mandate the local school district to make available to pupils who leave
the school system for any reason whatever, the per pup1l expenditure
that would have been spent had the student remained in school.

o b b S SRS
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The student would then be free to use his local school district per
pupil expenditure to purchase for himself vocational education in
any of approximately 400 settings that are approved by the Depart-
ment of Education. That is to say, if the local school district’s per
pupil expenditure is $800, and the pupil quit school at age 16, he
would then have that money for purposes of becoming an apprentice
mechanic or apprentice sculptor or apprentice whatever vocational
activity might mterest him.

Senator Monpare. Is that program in being now?

Mr. Epyoxos. It is not. I am giving you an example of the kinds
of things you might anticipate as a 1'esuit of the description of career
education that is presently being pursued by the Department.

The only reason I mention something of that kind is because it
emphasizes the extent to which vocational education under our career
education thrust becomes an integral part of public instruction, and
that it is not divisible from other kinds of educs.cional activity. And
that we must take some exception to the extent to which the U.S.
Office of Education's perception of vocational education causes sepa-
ration, categorization, and the like.

Well, perhaps these brief illustrations are sufficient. Let me close,
then, simply by saying that the Michigan Board of Education, the
Department of Education, and superintendent, have considerable con-
fidence in these few examples that I have given, and e would very
much encourage both the Congress and the U.S. Office of Education
to look with considerable scrutiny on the differences between tae di-
rections that we seem to be taking in Michigan as compared to Wash-
ington, and to see whether or not there isn't some value in being more
aware of our differences, or perhaps whether or not information that
1s yielded might suggest a reconciliation of our differences in favor
of one institution as opposed to the other.

Senator Moxpate. Mr. Edmonds, as I understand it, Michigan
adimninisters a wide given set of achievement tests at the fourth and
seventh grade level to determine pupil achievement in the basic skills.

How long has that testing program been in effect ? '

Myr. Epaonps. Three years.

AssEssMENT ResuLts

Senator MoxpaLk. Three years. What—if you can tell us briefly—
does that tell us about equality of education in Michigan, since T would
suspect that what you see there is merely typical of northern indus-
trial States? Where do you find children achieving at or above the
norms? Where do you find them achieving below ? As a matter of the
test results. ' N

Mr. Epxoxps, There are no surprises. In the data that is collected,
we find that probably the most successful pupil performances, at least
as measured by our instruments, occur in suburban school districts,
occur in the semirural school districts, in semirural or, rather, non-
urban Michigan. Upper Peninsula, and some outlying school districts.

Perhaps the thing I shonld emphasize is that the dats describes
a great discrepancy between pupil performance, between inner cities
and suburbs, Eetween suburbs and poor rural areas, and so on.
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Perhaps the thing I should emphasize is that there are some negative
conclusions. First of all, we don’t discover any automatic correlation
between per pupil expenditure and pupil performance. That is to
say, we cannot conclude that money, mn and of itself, will cause the
kind of pupil performance that we arcinterested in.

Neither can we conclude that any of the traditional measures of
school district quality automatically correlate with improved pupil
performance. That is to say, the variables that describe the years of
teaching experience, educational training, age of the physical plant,
and matters of that kind, do not bear any necessary relationship to
the quality of pupil performance.

What I am avoiding

Senator MonpaLk. In other words, you have found substantial dif-
ferences in the basic skill achievement levels between different schools
in Michigan, and your tests have shown that those differences are
not reflective of the differences of the quality of teachers or num-
ber of teachers or amount of money being spent, is that what you are
saying

Mr. Epatonps. Not necessarily. I am not prepared to make cause and
effect descriptions,

Senator Moxpare. Maybe I got ahead of you. What were yousaying?
Mr. Epyonps. I was saying that our data indicates that it isn’
possible to automatically correlate any of those traditional variables,
You cannot say that by identifying the school district with the
higher per pupil expenditure, you will therefore identify the school

district with t.lhe most_successful pupil performance, and so on.

Senator MoxpaLe. Now has Title I made any difference in the
achievement levels of the underachieving schools?

Mr. Epaonps. Yes.

Senator MonpaLE. How would you describe that?

Mr. Epxonps. I would say that certainly there is evidence to in-
dictate that in some school districts, for some students, Title I moneys
cause an improvement in pupil performance but I would also say the
opposite. : :

enator MonpaLe. Well, apparently at your recommendation, the
Department’s recommendation, the State developed a different aid
formula which, unlike Title I, is based upon achievement test scores
alone, and not color or socioeconomic status. -

Why did you decide on a different formula, rather than the title I?
You must Lave been dissatisfied with title I, weren’t you?

EapHAs1s ON PUri PERFORMANCE

Mcr. Epsonps. Our dissatisfaction with title I was based, first of all,
on the fact that the identification of the most needful students was
a function of circumstances that don’t necessarily have anything to
do with schools. - - D

We are not prepared to say that students who are poor or black or
both are necessarily students who can be predicted to do poorly in
schools, and that the exception we would take would be the inference
that if a public school system causes to be enrolled in that system a

student who is black or poor or both, that we are all agreed then that
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in the absence of rather dramatic intervention in the life of the student,
you can expect him to do poorly. We don’t accept that description
of the relationship between socioeconomic status, race, and pupil
performance.

Therefore, what we became interested in was a single variable, that
is pupil performance, and that is the only thing we wanted to meas-
ure—precompensatory education.

Senator MoxparLe. Have you made a judgment that it’s money and
other inputs which will make a difference in the variance in achieve-
ment levels.

Mr. Epaoxns, Let me—the answer is “No.” And let me illustrate by
saying—I said in the course of my formal remarks that this was not,
that the State’s Section 3 is not categorical aid. We do not require
the }i)cal school district to do any particular thing with its $200 per
pupil.

The reason for that is that the burden, therefore, of educational de-
cisionmaking and the burden of the delivery of educational service
is on the local educator. He decides what he wants to do.

If he decides that what he wishes to do is to install bright, red, rather
luxurious drapes in the classroom, that is his affair. All he has to do
is tell us what cognitive skills are going to be improved as a result of
the purchase of these drapes, and provide us with test data to show
that the gains have been made and he is, therefore, free to continue to
buy the drapes or do anything else that may, in his professional judg-
ment, improve pupil performance.

The difference is that Title I mandates certain kinds of compensatory
education activity, and therefore, as it were, relieves the local educators
of the responsibility of making the decision of what should be done.

And if there is a failure, it i3 16t uncommon for the local educator
to say oneof two things. First, to possibly say the U.S. Office of Educa-
tion provides insufficient moneys, too late in the school year, or some-
thing else of the kind, so that 1t won’t do what is wanted.

Senator MoxpaLE. Senator Hart? ‘

Senator Harr. I am not a member of this committee and I am
grateful to Senator Mondale for permitting me to sit with him.

And having made that explanation for what may be a very stupid

uestion, when are you going to be able to tell us what it is that makes
the difference in pupil performance?

Facrors 1x PupiL PERFORMANCE

Mr. Epxonps. Well, in many respects we can do that now.

Senator Harr. Well, I felt myself running around a track when
you and Senator Mondale were talking. What 1s it you know now—as
of now—what is it that makes for better pupil achievement or per-
formance?

Mr. Epmonns. Well, let me say this very carefully, because I don’t
want to be thought obscure or anything of the kind. .

But it may be that in the sense that you are putting the question,
I can’t answer it. The answer to pupil performance is as varied as the
nature of individual teachers or the nature of individual school dis-
tricts, and that we do not believe that we are going to identify some
unambiguous formula that automatically causes appropriate pupil per-
formance.
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We, in a sense, are operating on the premise that we have donea good
many things that don’t work. What we are, therefore, going to cause
to happen is, we are going to cause to come into being very drama-
tically different systems of service in school systems, and that the
nature of the service will be o function of the local circumstance.

We don’t know what it will be like. We don’t know what the local
educator will decide to do. The only thing we do know is, if he identifies
something that works, then he will be encouraged to continue that. He
will be financially encouraged.

If he does something that doesn’ work—this is the big difference—
he is going to suffer financial penalty, and he is therefore going to be
financially encouraged to stop doing that.

So what we are after is the certainty that we can identify things
that don’t work, and that will cause the school system to begin to
purste other things. And I can’t make for you an answer and say that
the teachers make the differ-nce or that the plant makes the difference.
I can’t give that kind of an answer,

Senator Harr. But you did say that perhaps you couldn’t answer
the question I put, which I think is sort of the present kind of ques-
tion. What will make Johnny perform better. That’s really what ilwas
trying to get an answer to. _

But you did say that it varies, as differences between teachers and
school districts. So that is it fair for me to understand that a student’s
srformance is a reflection of the ability of the teacher, in part?

Mr. Epsonps. Well, if I don’t respond directly to your question
it is not because I disagree or take any exception to it. And perhaps
I should have another go.

But let me say, in response to that, first of all I don’t think that very
muck: teaching goes on anywhere. And I think what we are interested
in is learning.

We don’t really know a devil of a lot about how students learn. We
know that they do. We know that all school-pupil contacts teach
something. The question is, is the student learning what we want him
to know as we sit about and devise for ourselves what we would like
students to get out of participation in public instruction ? _

Therefore, what I will say to you is, successful education is any
environment in which students have the opportunity to learn what they
either want to know or need to know in relationship to what they have
set out to do.

INFLUENCE OF TEACHERS ON ACHIEVEMENT

Senator Harr. Well, do statistics available to the State Department,
and educators generally, indicate that there is greater learning at the
hands of some teachers than other teachers?

Mr. Epaonps. Yes. ) N

Senator Harr. Does that suggest then that if the goal is improving
the learning of the child, that the teacher and the teacher’s ability
is a factor? : ,

Mr. Epnonps. Oh, yes. But there are some students whose learning
is impeded by aggressive and pervasive teaching, and therefore there
are some students for whom a teacher’s presence is an obstruetion.

Senator Harr. You mean the presence of that teacher ? Not a teacher ¢

Mr. Epaonps. I mean that certain exemplary and demonstration
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projects have identified substantial nuinbers of students who do best
when they are—when the teacher plays the role, is it were, of & man-
ager, and does no more than provide a setting and identify resources
and facilitate, and does not teach in a traditional sense of doing a lot of
talking and being a pervasive presence, as it were, and so on.

I am not generalizing about that phenomenon. I am just trying to
emphasize that there is not outstanding variable in public performance,
and that there is no easily identifiable formula by which pupil per-
formance can be directly predicted. ’

What we are interested in is a tremendous, extraordinary, hitherto
unknown, unseenr.variety in education activity, having a single goal,
successfull activity as measured by predetermined performance ob-
jectives, and so long as the students are achieving those objectives, then
the activity continues.

Senator MonpaLe. Would the Senator yield there?

Senator Hart. Let ine ask something before I forget it. I am not sure
I even understand it.

Since public schools always will have rather large numbers in the
classroom, 25, say, do educators yet know which type of teacher—the
manager or the aggressor—reaches the majority of that 25?

Repucep Crass Size

Mr. Eparonps. Well, let me begin by disagreeing slightly with the
premise that started your question. I am not so certain that public
schools will always have 25 or so students in the classroom.

I gave, & while ago, an example. I said that career education in
Michigan might encourage making available to students 16 years of
age and older the per pupil expenditure that would have been in-
vested in the pupil if he had remained in the public school, and that
therefore, 16-, 17- and 18-year-olds would have the opportunity to
ieav: the public school, either by virtue of being expelled, or quitting,
or voluntarily departing, and take with them their per pupil expendi-
ture and invest thav in any approved vocational activity—airplane
mechanics, being a butcher, a painter, or whatever it is that may in-
terest them.

That at least raises the possibility of a rather considerably reduced
class size in secondary schools.

What it does, though, really,is that the implications of such s change
cause such a shift in the nature of secondary schooling that I am not 1n
a position tﬁgredict what it would be like.

Senator Harr. I guess whatI had in mind, that for some generations
we would have rather large groupings of children, and I was trying to
find out which educator’s }%
learning.

Mr. Epmonps. Let me say it this way, Senator. We have a lot of
data that suggest that students learn all manner of things as a result

of the managerial teacher, or other kinds. As I look at that data, T

am not certain that any of the things that are described are what
students need to know or wantto know. S

So I am not therefore prepared to recommend that any school dis-
trict ought to have all managerial teachers, or 75-percent managerial
teachers, or whatever the case may be. I am only interested in what
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are the performance objectives, to what extent are the students achiev-
ing those performance objectives at an acceptable level, and therefore,
what can we do to encourage What is going on that is successful, and
discourage what isnot successful.

Senator Harr. And I do understand that, for whatever reasons,
the pupil performance in inner city schools is at a level lower than
that of pupils in suburban schools, and the comparison between the
rural pupil and the suburban pupil is in the same balance, that is, the
poor, rural area student has a percentage below the suburban student?

EXPENDITURE VERSUS PERFORMANCE

Mr. Epaonps. The answer is “Yes,” with one exception. We have
noted that there are certain school districts in the Upper Peninsula of
Michigan where performance is very dramatically successful, where
per pupil expenditures are very dramatically low.

But I would categorizethat as an exception.

Seniator HArT. Is the J)er pupil expenditure the most constant fac-
tor in these comparisons*

Mr. Epmonps, No; it is not. For example, it is possible to say that
Detroit has very high per pupil expenditure, and very low pupil per-
formance. So that is dramatic and easy to say.

It is possible to say there are certain school districts in the Upper
Peninsula that, on a statewide basis, have very low pupil expendi-
ture and very high per pupil performance. '

Having said those two things, it is not possible to generalize any
more. :

Senator Harr. Thank you. ,

Senator MoxpaLE. If You were to pick the kind of school in which
a child in Michigan would have the best chance for cognitive achieve-
ment, where would you send that child; and if yon were to pick the
school in which the child would have the least chance of cognitive
achievement, what would that be ?

Mr. Epsmoxps. In the school systems? First of all, it would depend
on the child.

And the only problem I guess I am having with your question is
that T am not much disposed to send children to any school system,
on the basis of either my own personal experiences or professional
judgment. : :

I think the school systems that have the best record of pupil per-
formance are homogeneous in the sense that they seem to have com-
munity consensus on what the school system is supposed to do, and,
furthermore, that the professional educator in the community seems to
fully understand what the community expects, and that he invests
himself in that, and that there is no sharp discrepancy between the
professional educator’s perception of what the school system is for and
the community’s perception of what the school system 1is for.

SOCIALIZATION IMPORTANT

I say that because, obviously, before the schools convey cognitive
skills, they socialize. And that it just isn’t possible to distinguish in
a school system between the process of socialization and the conveyance

of basic skills.
1b !
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School systems in which there is consensus, as it were, regardless of
the racial composition of the school system, regardless of the socio-
economic variance of the school system, in which there is agreement on

what the socialization is supposed to consist of, and what it’s supposed

to look like, seem to do better at conveying or causing to be acquired the
basic cognitive skills than those that have very dramatic disagreement.

Senator MonpaLe. Well now, this committee is charged with the very
amorphous and difficult task of trying to determine the degree to which
children are denied equality in educational opportunity. T'o the extent
that tlLat exists, what strutegies by the Federal or other government
or anyone else, for that matter, might assist in overcoming those in-
equalities?

We have heard from a great number of central city superintendents,
parents, and others that the schools found in the central city ghettos
are in many cases, for whatever the reasons, unable to deliver the
kind of education that gives to those children attending an equal edu-
cational opportunity. Isthat true in Michigan?

Mr. Epxoxnps. Yes. It's true in Michigan. Let me very carefully
suggest at least one reason.

’s probably easy—would be easy for you to identify substantial
numbers of black parents in Detroit who, given the opportunity, would
say they want their children to learn to read and write and count.

nfortunately, it would be equally easy to identify teachers who
would say that they would want the children to learn to have a certain
dialect, or standard English, for example. Or that they would want the
students to be disposed to attend concerts or want the students to have
other manifestations of the life style, if you will, that is middle class.

That is a discrepancy, and a very substantial and dramatic
discrepancy.

INnTEGRATED FAcCULTY

Senator MonpaLe. But hasn’t Detroit gone impressively far in re-
moving segregation in administrative personnel and faculty ¢

I think the Roth case concluded that the one thing Detroit had done
well was moving toward an honestly integrated faculty, at the pro-
fessional administrative level, as well as at the schoolteacher level.
Doesn’t that neutralize some of the bias to which you make reference?

Mr. Epmonps. That is a very interesting way to categorize that.
And the obvious premise that produced the question is that somehow
black teachers are more disposed or more capable of responding to
the needs of black students.

Senator MonpaLe. There was an assumption in my question that a
black teacher should be far more sensitive to the difference in life styles
and aspirations of the young black student perhaps.than a middle-
class white teacher. An({ such things as dialects, and so on, might be
far more understandable and treated more sensitively by black teachers
asa result. Maybe that isnot correct.

RACE oF TEACHER

Mr. Epmons. First of all, T would not be prepared to predict that
there is any automatic correlation between the kinds of sympathy you
describe and the color of the teachers, because variables that explain
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how teachers get to be sensitive or responsive to the needs of students lie
elsewhere, other than color. That is part of it.

The second thing I would say is that the record does not indicate
that black professional educators necessarily define the goals of the
school system in ways that are dramatically different than white
educators.

Now let me emphasize straight away, I am interested in all school
systems having black teachers, and so on, and I am interested in recruit-
ing black professional personnel. I think Detroit deserves to be com-
mended for what it has done. I think there are school systems all over
Michigan that ought to have dramatically more minority professionals
than they have.

But there is one other premise I want to comment on, and that is,
nothing in education can relieve the majority—white people—of the
responsibility of delivering education service to minority children.

The public schools are gemocratic, and the majority in the United
States 1s white, and therefore school systems will continue appropri-
ately to be essentially responsive to the educational goals that are
defined by the white population. :

To suggest that having substantial numbers of black teachers in a
school system will automatically dissipate the difference between the
educational expectations of black people and the educational behavior
of white professionals is in many respects off the point. It just doesn’t

happen.

go the only thing T am trying to get at, as carefully as I can, is the
unfortunate inference that where you have identified a school system
that has very substantial numbers of black professional personnel, you
have identified a school system in which this discrepancy between the
expectation of the professionals and the expectation of the community
has dissipated, that simply is not so.

I bhin.ﬁ obviously what integration means is that—at least what it
means as it is articulated and practiced by the Congress and the U.S.
Office of Education, and the United States as a whole—integration
means that black professional educators are ideologically indistin-
guishable from white professional educators, and therefore, if white
professional educators are inferred to be responsible for disagreements
with black parents in inner cities, and what goes on in the school sys-
tem, then having black teachers who arenot i eologically different will
not dissipate the disagreement.

What I really want to emphasize, finally in this regard, I have al-
ways professionally believed that it is %rossly unfair to place such a
burden of improvement on professional people simply because they
are black, and that therefore the reasons for recruiting black profes-
sional educators have absolutely nothing necessarily to do with im-
proving pupil performance. _ ; : I

At least 1f what we are interested in is the performance of black
students. And that if you want to improve the performance of black
students, you cannot obviate the necessity of concentrating your at-
tention on the educational premise that characterizes the Con for
example, which is white, and I would presume will remain so, and the
U.S. OBce ‘of Education, and the’ professional bureaucracy in local
school systems, and so on. o '
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BurpEN oF REFORM

And I really—if I could persuade you to do anything—I would try
most heartily to persuade you to lift that burden of reform off the backs
of black educators, who are recruited day after day into local schools
systems with the expectation that now all will be well with black stu-

ents, simply because somehow these black educators are going to cause
to happen the things that are not otherwise going on.

Senator MoxpALE. Senator Hart?

Senator Harr. Thank you, Mr. Chairman. I have no further ques-
tions. Perhaps in the end I will be able to better understand, but 1 am
grateful for your help in making clear some of the complications in
this field. :

Senator MonpaLe. Thank you, Mr. Edmonds.

Mr. Epmonps. Thank you.

PREPARED STATEMENT OF RONALD R. EDMONDS

Mr. Chaiirmnn, Senators, on behalf of the Michigan State Board of Education,
the Superintendent of Public Instruction and the Michigan State Department of

Education, may I express appreciation for this opportunity to discuss education -

in Michigan,

These remarks extend to three areas of Michigan’s educational affairs; first, a
brief description of important events in Michigan education during the last
decade ; second, a description of accountability as it is being articulated and im-
plemented by the Michigan State Department of Education and finally, a dis-
cussion of the discrepancy between the educational preniises that characterize
certain programs in the United States Office of Education and the Michigan
State Department of Education. : : . S

For the sake of brevity I have decided against a.statistical description of
Michigan education during the last decade. There are no surprises in the data.
All measures of educational activity and expense’ rose steadily throughout the
decade. An ever increasing portion of Michigan's population became direct par-
ticipants in educational activity. Despite a numerical increase, Michigan's pub-
lic school dropout percentages were relatively constant throughout the decade.
Like other large states, Michigan has, and has had, a considerable discrepancy
among school districts’ per pupil expenditure and assessed valuation. The num-
bers of successfully matriculating pupils has grown apace with population in-
crease among school age children and youth. The decade closed with a statistical
projection of slowly declining preschool and primary school children.

These statistical observations describe niore and better educational service to
increasing numbers of Michigan citizens, These statisnical observations cannot
describe an educational climate of dissatisfaction in Michigan since our educa-
tional expectations have progressed geometrically while. our ,educational gains
have been arithmetic. . . ' -

When the decade of the 196('s began, educational decision-making in Michigan
principally resided with local school officials. Tradition, a quiescent public, and
electoral circumstances combined to make the Michigan State Department of
Education essentially subservient to the .community of professional educators.
The Department’s perception and practice of service consisted of cooperation
with local school officials along lines drawn by the school districts. Events of the
1960’s’ conspired to alter that circumstance. Let me, therefore, briefly describe
certain ontstanding educational events from the point of view of their effect on
the nature of educational decision-making in Michigan. = . IR AR
" The early 1960’s saw o, culmination of the 1950's dramatic increase in the num-

Ders of community colleges in Michigan. Michigan's Superintendent of Public
Instruction and staff of the Department of Education had, principally through
persuasion, caused the number of community colleges in-Michigan to increase
from 9 in 1954 to 25 in 1961, The era of the grow:th of Michigan community col-
leges illustrates. the extent-to which the Michigan. State Departient of Educa-

tion was an essentially cooperative agency whose service was defined by the
local school official’s articulation of his needs. The most significant consequence
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of the proliferation of Michigan's community colleges was the extension of the
opportunity for higher education to a portion of Michigan's population that had
not, hitherto, been so served.

Shortly thereafter, two federal acts were passed which significantly altered
the nature of educational decision-making in Michigan. The Vocational Educa-
tion Act of 1963 and the Elementary Secondary Education Act of 1965 caused
substantial sums of federal money to begin to come into Michigan. Those monies
were intended for local school districts with the proviso that the State Depart-
ment of Education would be responsible for initially receiving the monies from
the Federal Govermment and thereafter distributing those monies. ‘I'hus, the
nunbers of professional personnel in the Department of Education increased as
a direct result of the necessity to employ state administrators for federally
funded educational programs. Further, and more significantly, the Department
was required to monitor and regulate the uses to which the monies were put,
The nature of federal funding logicaliy compelled the Department of Education
to become ‘advocates of promising federally funded educational programs and
regulators of those programs. Visibility, influence and the authority of Michi-
gan's Department of Education increased as the fiow of federal funds increased.

The early 1960’s also saw the implementation of a state funded program of
Student Financial Aid taking the form of competitive scholarship awards and
tuition grants. State appropriations were provided to the Department of Educa-
tion for purposes of increasing the educational opporunities available to Michigan
youth in so far as financial assistance can do that. :

The externally generated alteration of the nature of educational decision-
making in Michigan was considerably escalated by certain events confined to
the state. In 1963 the citizens of Michigan adopted a new state constitution.
In 1965 and 1966 the educational provisions of the new constitution went into
effect with the statewide election of a State Board of Education, the State
Board of Education appointment of a State Superintendent of Public Instruc-
tion, and reorganization of the Department of Education into one of Michigan’s
19 new state agencies. Prior to the 1963 constitution, Michigan State Govern-
ment had included more than 150 agencies, boards, commissions and other
instruments of state government. )

Genernl lendership and supervision of public instruction in Michigan was
constitutionally invested in the State Board of Education. Thus, the most
publicly observable and constitutionally important group of educational deci-
sion-makers in Michigan became the State Board of Education. Combined with
my earlier references to the implications of federal funding of educational
programs, Michigan citizens increasingly recognized Lansing as the most singly
important locale from which significant and pervasive educational decisions
emanated. L .

The State Board of Education, Superintendent of Public Instruction, State
Department of Education, and Michigan. Legislature joined in 1966 in begin-
ning efforts to equalize the distribution of the .state's fiscal resources -when di-
rected to public instruction.-Section 17 of the 1965 State. Aid Act, Section 4
of the 1966 State Aid Act and Section 3 of the 1968 State Aid Act caused
manipulations in the distribution. of fiscal resonrces directed to public schooling
and further caused a state investment in compensatory education roughly
analogous to the federal investment in comnpensatory education. My colleague,
Mr. McKerr, will be discussing educational finaueing and-I will, therefore, say
no more of that. L o

The fall of 1969 began the operation and administration of the State Board
of Bducation's assessment program. 1 will make later remarks abont the assess-
ment program and will be content here to note that Legislative support of
assessment and the State Board of Education adoption of assessment -com-
bined to make the -State Department of Education the. chief depository .of
data:describing the delivery of educational service in Michigan's public schools.

The general election of 1970 saw Michigan citizens finally resolve the ques-
tion of public monies for private schools by an electoral mmandate which for-
bade the distribution of public monies to private schools.. Discussions of paro-
chaid had consumed considerable educational energy. tliroughout the 1960's.

Finally, the present era of public instruction in Michigan saw.Dr. John W,
Porter ascend to the post of Superintendent of Public Instruction and bring
with him the model of accountability which I will describe later. Accountability
concludes the shift in constituencies of the  Michigan State Department of
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Education from professional edueators in the 1960’s to all Michigan children,
youth and adults in the 1970's.

In summary, the decade of the 1960's saw dramatic increase in the numbers
of Michigan citizens in receipt of educational services, and further, the climate
of educational opinion-making and decision-making in Michigan had under-
gone substantial change.

As the Michigan State Department of Education entered the decade of the
1970's the Superintendent of Public Instruction and the State Board of Edu-
cation sought the means by which the Department might be held up to close in-
ternal scrutiny for purposes of improving the quality of its service to Michigan’s
educational community.

All such efforts at institutional analysis separate into procedural counsidera-
tions as opposed to substantive considerations. The attemapt to improve the in-
ternal procedures of the Department focused on the applicability of an account-
ability model to the administrative needs of the Department.

Dr. John Porter, Michigan’s Superintendent of Public Instruction, is chief
architect and principle advocate of the appropriateness of accountability as a
response to the Michigan State I partment of Education effort to improve the
quality of its service.

I have allowed Dr. Porter to speak for himself by enclosing two documents:
First, an address by Dr. Porter entitled, “Accountability in Education” and
second, “A Position Statement on Educational Accountability ...” which de-
seribes the Department's perception and practice of the accountablty model.
Taken together, these two documents accurately describe the Michigan State De-
partment of Education’s commitment to accountability as a procedural instru-
ment for rendering the Department more appropriately responsive to the needs
of Michigan’s children, youth and adults.

It is interesting to note that while working under the procedural reforms
initiated by accountability, certain laudable, substantive changes occurred in
the programs administered by the State Department of Education. For today, I
will confine myself to a brief description of changes in the areas of compensatory
education, needs assessment and career education. I choose thesse examples partly
because they allow discussion of the discrepancy between the educational prem-
ises of the Michigan State Department of Education as compared to the United
States Office of Education.

It seems to me that such discrepancy ought to generate one of two responses.
First, the public and professional educators might simply become aware of the
different educational premises that characterize the two agencies. The oppor-
tunity would thus exist to observe two large povernmental agencies using diver-
gent means to the same end. Second, the competing premises might be carefully
examined seeking information and insight causing one approach to be preferred
over tht other. I much prefer these two possibilities to the traditional institu-
tional response inferred ideological difference; acceptance, resignation and such
superficinl administration as to obscure or ignore important lessons to be
learned in examining dramatically different approaches to the delivery of edu-
cational service.

The persistence and pervasiveness of Title I allows me to infer that the edu-
cational premises that form the basis for Title I programs permeate the United
States Office of Education. : :

Pupil eligibility for compensatory education subsidized by Title I is based on
the student’s socio-economic status. I. therefore, conclude that the United States
Office of Education considers SES an important and reliable variable in pre-
dicting and improving pupil performance. : :

Nutritional programs, home visits, Head Start and the like describe the United
States Office of Education’s programmatic attempt to improve pupil perform-
ance by modifying the relationship between pupil performance and SES.

Historically, the United States Office of Education has been administratively
content to insure that the children in receipt of Title I monies are low income
and otherwise characterized by wlat the United States Office calls educational
and cultural deprivation. Such rules of eligibility express far less interest in
pupil performance than in pupil SES. .

- That is understandable, in light of the logical inference that the United States
Office operates on the educational premise that the most consistently reliable
means for improving pupil ‘performance consists of ameliorating the relation-
ship between pupil SES and pupil acquisition of basic school skills. Thus, Title I
programs are directed to those presumed disabilities a..d deprivations in the

home that impede the pupil’'s progress.
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Unfortunately, the record indicates that the frequent failure of Title I pro-
grams to measurably improve cognitive skills in no way adversely reflects
on the affected institution of public instruction. Rather, the conclusion is drawn
that if more money were available, bigger T'itle I prograns could be devised and
intervention in the life of the child could be earlier and greater, For example, a
conscientious and careful group of educators in Michigan recently proposed that
compensatory education should be available to pregnant women when the un-
born child meets Title I eligibility standards.

There is no need to recite the chorus of professional cries asking the Congress
and the United States Office of Education to provide more and more money for
greater and earlier intervention in the life of children described by the United
States Office of Education as educationally and culturally deprived and there-
fore cognitively deficient. It is, thus, possible to generalize that Title I failure
feeds on itself and causes escalated and expanded replication of those activities
that failed in the first place,

In defense of the professional practitioners of compensatory education, I should
point out that the Congress and the United States Office of Education inadvert-
ently lead the chorus, Title I prograins funded by the Congress and admninistered
by the United States Office of Education logically compel pursuit of such sums
as will allow the absolute dissipation of the existing SES discrepancy among
public school students. I do not think the Congress or the United States Office
of Lducation intends that, and I would therefore urge you to reconsider an
educational ideology that places the burden of educational improvement on
pupils,

Let me make it clear that the Michigan State Department of Education is in
full support of the concept of compensatory  education programs in institutions
of public instruction. However, the Department views, with some disquiet, the
inability of the educational premises of federally funded compensatory programs
to produce measurable improvement among substantinl portions of the pupil
population in receipt of such programs. The Michigan State Department of Edu-
cation is compelled to question the efficacy of the educational ideology that is
Title I when applied to so large a portion of the pupil population by using casual
methods of educational analysis and diagnosis. Our support of federal compen-
satory education is therefore modified by our recommendation that the designa-
tion “deprived” be more carefully and conservatively applied and further that
present provisions for program evaluation and response to evaluation be
strengthened dramatically.

The Michigan State Department of Education has initinted a substantive and
procedural alternative to the United States Office of Education’s approach to
compensatory education. The most recent session of the Michigan Legislature
saw the enactment of a State Aid Bill whose Section 3 embodied 2 dramatically
different approach to compensatory education. Section 3 causes $200 per pupil

to be made available to local school districts when such school distriets contain -

30 pupils or 15% of the pupil population whose basic skills scores, as measured
by the Michigan State Department of Education’s assessment program, are below
the 156th percentile. The local school district is, therefore, eligible for $200 times
the number of pupils whose performance indicates the need for compensatory
education. School districts in receipt of these monies may use their own judg-
ment in the disposing of these monies so long as the pupils in receipt of the
funded programs are identified by name and further that there be made available
to the Department of Education pre and post test results indicating the success
of the program in comparison to the performance objectives of the program which
shall have been articulated and made available to the Department by the local
school district.

When testing shows that pupils make gains of at least 756% of the skills in the
performance objectives, the district may continue in receipt of the state’s per
pupil cnmpensatory education allotmert on a prorated basis.

Let me point out several important fundamental differences between Michi-
gan’s Section 3 and the United States Office of Education’s Title I, Section 3
does not mention SES, race, deprivation or other terms that inferentially place
the burden of performance on the pupil,

By concentrating on less ambiguous. variables in pupil performance and edu-
cational success, Section 3 of Michigan’s State Aid Bill causes the burden of
performance to move from the pupil to the school. Consistent with my earlier
reference to accountability, when analysis of the educational delivery system
indicates that pupils are not well served, the system is made to change.
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Turning to another illustration of the discrepancy befween the educational
premises of the United States Office of Education and the Michigan State De-
partment of Education, I want to say a few words about Michigan's educational
assessment program. My colleague, Dr. Kearney, will be providing the committee
a broad and fundamental description of our nassessment program. For my
purposes, I wish only to identify the extent to which different premises char-
neterize the Michigan State Department of Education’s approach to assessment
as compared to the United States Office of Education’s approach to assessment.

The United States Office of Education, a few years ago, funded a national
educational assessment effort. Further, Title III of the Elementary and Sec-
ondary Edueation Act has historically included needs nssessment. Both programs
were intended to provide edueationnl decision-makers with information which
would presumably assist those decision-makers in {identifying programs and
activities that produce measurable progress, and further, to assess the areas
of greatest educational need. To some extent, both programs have been success:
ful. That is to say, both the national assessment effort and the needs assessment
portion of Title III have'produced substantial quantities of information which
identify educational need and suggest certain educational decisions. )

Now comes the question, to what extent has the informnation produced by
these programs caused institutions of public instruction to alter their delivery
systems? The answer is, very little. Without intending any criticism of the ap-
propriateness of the United States Office of Education’s interest in assessment
or the sincerity, i1ntelligence and commitment that has characterized those who
have administered these programs, it must be said that only a small portion of
poorly served pupils have achieved measurable gains in hasie school skills as a
result of these programs. The reason is that neither national assessment nor
needs assessment held schools accountable for their inability or failure to deliver
to pupils those hasic school skills that are the hallmark of educational success.
Those who administer national assessment and needs assessment are left to
persuade local school officials to make changes in response to the datn that are
produced by'these programs. Where persuasion does not succeed, the local school
officials continne previous practices or refuse promising practices. The educa-
tional premise behind national assessment and needs assessment won'd ‘seem to
he that the burden of performance is on the pupil and that it is inappropriate to
devise or administer programs in ways that hold schools accountable for the
success or failure of their delivery systems. ' .

I referred earlier to the role of Michigan’s educational assessment program
in identifying pupils whose performance suggests that they are not being well
served by their schools.

The essential difference between Michigan’s approach to assessment and the
United States Office of Education’s approach to assessment is the difference be-
tween the state response to assessment data and the United States Office of
Education’s response to assessment data. Section 3 of Michigan's State Aid Act
makes it clear that institutions are obliged to alter their delivery systems in
response to assessment data that identify an unsuccessful educational delivery
system. If the question, “so what?' is put to the three assessment programs I
have referred to, the positive response comes from Michigan. The Department
of Eduecation’s overall commitment to’ accountability logically proceeds to the
development and administration of programs such as assessment in ways that
place the burden of performance on the schools. ' c '

Educators have long been noted for carrying out studies, undertaking analyses
and making recommendations which do not acerue to the benefit of pupils despite
the accuracy of the studies, the value of the analyses or the approprinteness of
the recommendations. That description of inaction cannot be applied to the
Michigan State Department of Education’s use of the information produced by
our assessment program. As a final illustration of the' discrepancy between
educational premises of the United States Office of Education and the Michigan
State Department of Education, I want to say a few words about the Vocational
Education Act of 1963 together with tlie 1988 amendments which provided fed-

erally supported vocational education programs ’for secondary and post second-

ary students.

The nature of the eligible population infers that the most needful students
are youth and adults. A- further inferred conclusion is that public schools need
not be concerned with vocational eduecation in elementary schooling. The rules
and regulations of federally funded vocational education require local school
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officials to offer clearly distinguishable vocational activities. Programs must be
separate from other educational offerings and therefore encourage curricular
categories such as “general” and ‘“‘college preparatory”. Finally, vocational
education perpetuates the concept that:pupils follow programs. Vocational
education activities conform to traditional course, curricular and programmatic
arrangements.

By comparison, Michigan's Career Education Thrust permeates the educational
process and further seeks to serve children, youth and adults, Michigan's anal-
ysis of the delivery of service in the instance of vocational education produced
the conclusion that too few pupils were being well served and too few educational
resources were being invested in the delivery of educational services so far as
vocational education was concerned. Michigan's accountability model logically
compelled the development of a Career Education Thrust in response to our
assessment of educational need. Michigan's conception of career education
includes all educational activities and seeks to serve all children, youth and
adults. :

Since the goal is career alternatives for all, performance objectives are directed
to every level and phase of public instruction. Career education integrates voca-
tional education into all courses in addition to some activities that are specifically
designed to teach occupational skills. ' :

Designations like “general education” and ‘‘college preparatory’’ are irrelevant
when the educational enterprise is directed to offer all pupils occupational and
educational skills. Full implementation of Career Education will insure Michigan
citizens usable skills that cannot be categorized as “general.” Whether preparing
for college or artisanship, all will be offered preparation for self support.

Where pupil need cannot be met in the public school the student will be free
to satisfy his educationnl needs in other settings.

We thus find ourselves in the Michigan State Department of Education in the
position of administering federal programs in vocational education and imple-
menting a state program in career education without being able to easily com-
bine the two. The question must be: Does information available to the Con-
gress and the United States Office of Education compel the conclusion that voca-
tional education is conceptually adequate as defined by presently federally funded
programs? Or, has Michigan appropriately caused its delivery system of edu-
cational services to change in response to the identification of need?

The Michigan State Board of Education and the Michigan State Department of
Education have considerable confidence in their newly adopted accountability
procedures, assessment program, Career Education Thrust and other recently
articulated programmatic alternatives to certain activities of the United States
Office of Education. We would, therefore, recommend federal examination of
Michigan's experience and federal examination of our differences seeking im-
provement in the quality of educational service available to all our citizens.

Senator MonpaLe. Our next witness i§ Dr. Daniel H. Kruger, pro-

fessor, School of Labor and Industrial Relations, Michigan Slzate

University. o ' :

_ Dr. Kruger, we are very impressed by the statement you have sub-

mit(tied. We will include the full statement in the record* as though

read. _ '
Dr. Krucer. I am going to summarize it.
Senator MonpaLE. Very well. ..

'

STATEMENT OF DR. DANIEL H. KRUGER, PROFESSOR, SCHOOL
OF LABOR AND INDUSTRIAL RELATIONS, MICHIGAN STATE
UNIVERSITY - v o

Dr. Krucer. My naine is Daniel H. Kruger, I am proféSsof of in-
dustrial relations in the School of Labor and Industrial Relations at
Michigan State University. ‘ :

*See prepared éltntement, p. 0410.
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My testimony this morning deals with the socioeconomic indicators
of Michigan with the implications for education. Mr. Edmonds was
describing the educational problems of the State. I want to summarize
briefly a number of indicators, such as changes in population, income
and employment, educational levels, State and local taxes, and several
others. These indicators have implications for education as I shall
point out.

Michigan is really a microcosm of the United States. Within its
borders it has a large metropolitan area, large rural areas, and un-
forunately depressed areas.

Tt has giant manufacturing firms. It has an important agricultural
sector. It has a critical unemployment problem. It has racial problems.
It has a growing Spanish surname population.

Its products are an important part of American foreign trade. Its
principal industries are affected by the Nation’s foreign trade policy.
We even have foreign relations with our neighbor to the north,
Canada.

Tt is a wealthy State, but has a poverty problem. It has a long his-
tory of support of public education dating back to the Northwest
Ordnance of 1787.

Tt is a State very sensitive to changes in economic conditions, because
of a high proportion of workers involved in the manufacture of
durable goods. '

Lastly, this is a personal point, it is a State trying to develop a series
of solutions to its internal complex social and economic problems.

PopruLATION INCREASES

The first socioeconomic indicator to be examined is population. The
1970 census showed that Michigan has a population of 8,875,000, an
increase of 13 percent over the 1960 census.

The white population increased 10 percent, whereas the black in-
creased 38 percent.

In 1970,%Iacks and other races accounted for 11.7 percent of the
population, compared with 9 percent in 1960.

n Michigan, there is almost 1 million blacks and 51,000 other racial
groups. By comparison, in 1960, there were 718,000 blacks and 19,700
other racial groups. A

A significant factor in the increase in the State’s black population
was in-State migration. During the decade, over 100,000°blacks moved
into Michigan, probably in search of better economic opportunities.

The white population living in standard metropolitan statistical
areas within the State increased about 10 percent during the decade,
as compared to about 39 percent for the blacks. ,_ ‘

Ninety-four percent of all blacks in the State lived in the standard
metropolitan statistical areas. : o

Within the central cities of the State, the black population increased
about 40 percent, while the white population declined 17 percent.

Eighty-two percent of the black population in Michigan lives in the
central cities. '

Turning next to place of residence. The black population increased
significantly between 1960 and 1970 in all of the 10 SMSA’s in the
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State. Four of these had a black population of more than 10 percent.
The range was 11.1 percent in Muskegon to 18.6 percent in Detroit.
Of the 10 major urbanized areas, five in 1970 had 10 percent or more
nonwhite population.

Derrorr SMSA

Senator MonpavLe. There is a Detroit standard metropolitan statis-
tical area, is there not ? '

Dr. KrRUGER. Yes.

Senator MoxpaLe. Which includes the central city of Detroit, and
then suburbs, and counties, and communities around it.

What happened—if you have the figures—between 1960 and 1970%

By how much did the black population in Detroit increase? By how

much did the white population 11 Detroit increase? You have the per-
centages. Do you have thefigures? )
Dr. Kruaer. The Detroit SMSA. in 1960 had a percent of nonwhite

population of 15.8 percent, and in 1970, it was 19.5 percent. Put an-.

other way, there were 566,988 nonwhite persons in 1960 and 780,211
in 1970 an 1ncrease of 37.6 percent.

Senator MonbpaLe. Is that the city of Detroit? The city of Detroit

had 15-percent black in 1960,and 19 percent in 19707

Dr. Kruger. No, not the city of Detroit, the Detroit SMSA.

Senator Mo~paLE. I am talking about the city of Detroit. What did
it have in 1960 and whatin 1970 ¢% -

Dr. Krureer. The city of Detroit itself, in 1960 had 487,682 or 29.2-

ercent nonwhite, and 672,609 or 44.5-percent nonwhite in 1970, an
increase of 39.7 percent.

Senator MonpaLE. What happened to the white population during
that period ¢ I suppose it was correspondingly reduced.

Dr. Krucer. Yes, sir. In the decade 1960-70 the total population
of the city of Detroit declined 9.5 percent; the white population also
declined 29 percent. _ ,

Senator MonpaLE. In thestandard metropolitan area——

Dr. Kruger. Which takesin three counties.

Senator MonpaLk. Right. What was the percentage white in 1960,
what was the percentage white in 1970, if you haveit? '

Dr. Kruger. In the Detroit SMSA the total population increased
11.6 percent during the decade. The white population increased only 7
percent compared to 37.6-percent increase 1n nonwhite population.
) bSegnator oNDALE. Do you have any figures on what happened to the
jobs , : ‘ . . :

Dr. KRUGER. Yes, sir. C

Senator MonparLe. What have you got on that ?

Dr. Krucer. Well, we are having a critical unemployment problem
in our State, as Senator Hart can attest to. In 1970 the national unem-
ployment rate was 4.9 percent whilc in Michigan it was 7 percent. The
manufacturing jobs have not increased significantly. As a matter of
fact, the percentage of manufacturing jobs—of nonfarm jobs—has
been steadily decreasing. In 1960, mnnugacturing jobs accounted for
il;{ti percent of the State’s nonfarm employment and 45.8 percent in

970.
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q Senator Monpare. There was a study in New York City over the last
ecade——
Dr. Krucer. Showing the number of jobs—— '
Senator MonpaLe. Well, it showed the increase in the black popula-
tion in New York, the decrease in the white population of New York
which went into the suburbs, along with the jobs.
Dr. Krucer. Yes, sir. That is almost happening in the Detroit area.
Senator MonpaLe. Do you have figures that highlight that ?
Dr. Krucer. No, I do not, sir. I am not aware of any study in our
State that is similar to the New York study to which you refer.
Senator MoxpaLe. All right.

Cuances 1IN UnBaN AREas

Dr. Krucer. To return to the population data there have been dra-
matic changes in the composition of the population of our urban areas.
In 1960, for example, there were 17 urban places in the State with a
nonwhite population of 10 percent or more, and by 1970, there were 26
urban places with a nonwhite population of 10 percent or more.

And in 1960, there were 10 urban places with nonwhite population of
20 percent or more, and in.1970, we have 14 urban places. '

In 1960, there were five urbiin places with a nonwhite population of
30 percent or more, and in 1970, we have eight such cities. :

And I have listed all of the cities with 5 percent or more nonwhite
population in Table III. A quick examination will show significant
1ncreases in the Ee’rcent of nonwhite population. .

A comment about the age distribution. We have been experiencing
within the decade a decrease of 17 percent in the age cohort, 0 to 4
years, and this T think has implications for education, as I will point
out later on. _ ' o

The distribution of the population by age is very similar in 1970
to what it was in 1960, with about 38 percent under 18 years of age,
54 percent in the 18 to 64 group, and 8 percent 65 years old and
over. ‘
Then I want to turn to employment, because you raised the ques-
tion. Unemployment in our State has been changing. Not only has'it
been changing, but agricaltural employment has been declining 40
percent during the decade. Self-employment has been declining. Wage
and salary workers have been increasing. 'Durinighe decade, the wage
and salary workers in our State increased by about 30 percent. Now
the significance of that is, to my point of view, that-in.Michigan,
like the rest of the United States, we have developed what I have
called a job economy. Where about 92 percent of our labor ‘force'are
employees, and therefore the fjob has become the most important eco-
nomic activity in the lives of the citizens, because it is-through the
j(;b_ that he gets the income to underwrite a particular style or standard
of living. - B P

Unfortunate(liy-, in large segments of our State, especially the rural
areas and the depressed areas, job opportunities really are not avail-

able in sufficient numbers, with: the result that our young people move

to urban areas in the southern part of the State.
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As a matter of fact, Michigan really has three distinct areas.
The southern part, where 90 percent of the population lives, the
northern part of the Lower Peninsula, and t%le Upper Peninsula.
And the unemployment rates for the northern part of the State are
very high in comparison with the rest of the State.

As I mentioned earlier, manufacturing is an important source of
employment in our State, and in the decade 1960 to 1970, employ-
ment 1n manufacturing increased only about 11 percent. Service em:
ployment increased 62 percent, and government employment increased
65 percent.

Hient Rares oF UNEMPLOYMENT

Not only has Detroit experienced high rates of unemployment,
there are high rates of unemployment in the other nine major labor
markets of the State. '

Unfortunately, there 1s not much data on unemployment rates
by7race in Michigan. We do have some data, however, from 1967 to
1970. :

In 1967, the nonwhite unemployment rate was over two times the
rate for the State. And three times higher than the unemployment
rate for whites. ,

In 1970, the nonwhite unemployment rate was about two times
higher than the State total, and again about twice as high as the white
reading, and this applies not only for the State but.the%)etroit stand-
ard metropolitan statistical area. S

There are other data submitted in the testimony, and I do not want
to clomment on that unless the Senators have some questions to raise
on that.

There are other data on the socioeconcmic indicators included in the
prepared text. A fter analyzing these data what are some of the im-
plications for public education m Michigan.

Senator MonpaLe. You may want to get tothat. What has happened
to the question of desegregation—integration—whatever you call it—
and racial isolation in Michignn over the past 10 years? Have the races
become more desegregated or more segregated over the last decade in
Michigan ? : ‘ ‘

Dr. Krucer. Justinterms of the way they live?

Senator Moxpacre. I am not talking about discrimination, but about
where they live, yes. : : _

Dr. Krucer. Well, I have visited every major city in our State in
connection with my duties.at the university, and the black population
of our State is concentrated in the central cities of our 10 major labor
markets. Not only is the black population concentrated in particular
sections of these cities, it is growing rapidly. _

Senator Monpare. Well, in the past decade has there been any ten-
dency different from that, or is that trend continuing?

Dr. Krucer. Well, with the increases in the population, the num-
bers of blacks living in the central cities have increased significantly.
That is where the bulk of the blacks live—82 percent. .

Senator Moxpare. What about -the black middle class, and. upper-
middle class? Are they living essentially in the black areas, or are they
seeking
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MIGRATION TO SUBURBS

Dr. Krucer. There has been some migration out to the suburbs, or
outside the central city. But the number is very small. About 129,000
or 13 percent of the black population live outside the central cities.
This represents an increase of 32 percent over 1960.

I must say this, however. The percent is very misleading, because
you start with a very low base, and a small number can give you &
vegy high percent.

enator MoxpaLe. Would you say, though, based upon the pattern
of the last decade, that segregation is increasing or decreasing®

Dr. Krucer. I would say increasing.

Senator MoxpaLE. Dramtically ¢ Substantially?

Dr. Krucer. Significantly, dramatically and substantially all three.
This complicates the problems of desegregation of the schools.

Senator MonpALE. Senator Hart?

Senator Harr. It shows our failure to respond to the Kerner Com-
mission and Eisenhower Comumission, and unless we reverse the trend,
we are going to destroy ourselves.

Dr. Krucer. I agree. '

Senator HarT. Even a tentative, limited movement to reverse it
sends all sorts of skyrockets up. How do you persuade the public
that wo are on the road to disaster if this trend continues?

Dr. Kruger. I wish that I had the answer to that, Senator. To say
it is & continuous educational process, I believe that. But how do you
accelerate that? I just don’t know.

Senator Harr. First of all, you have to stop it. You have to stop it
continuing, and then you have to reverse it.

A]‘iy time you apply the slightest pressure to the brakes, the
people— '

Dr. Kruger. The people get very nervous.

Senator Hart. People are wild-eyed. '

Dr. Krucer. I wish I knew how to deal with this. I have tried in
my own way at the university and elsewhere to call attention to the
dimensions of the problem, hopefully that the rational man will
understand that the Nation is at a critical crossroads. The kind of
society we are going to have in the United States hangs in the balance.

And the pro%lems being discussed here this morning are of extreme
importance in determining what kind of society we are going to have
in the United States. And what I attempted to do in my testimony
is to point out some of the socioeconomic indicators whiclt the citizen
should be aware of as he ‘goes about analyzing his school system and
its role. :

Data For DecisioN-MAKING

As I suggested in' my data, close examination of the socioeconomic
indicators of Michigan would be a very useful exercise by the Gov-
ernor, the legislature, the various school ~)l')oards, school administrators,
teachin stng's, and the public.

Somehow, we have just got to get the data to them so that they can
understand the dimensions of the problem. The 1970 population data
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certainly show a growing black population, especially in the urban
areas, and this growth in the black population, scattered across the
southern part of our State, will accentuate the problems of deseg-
regation. g

or example, in Three Rivers, the black population doubled between
1960 and 1970. This is a little, small city in the southwest part of the
State. You will note in the prepared text that there has been signifi-
cant growth in the black population in many communities across the
State. Concomitantly the number of black students has also increased
in the public school system.

It seems to me that the State department of education must assume
its general leadership role as provided in the State constitution, so
that we can do all that can be done to provide high quality equal
educational opportunities for all. This will not be easy, but 1t must
be done if the American society is not to be destroyed. ’

There is another problem here, too, Senator, that I want to call
your attention to. Namely, that in the school districts in sparsely
settled areas, especially in the northern part of the Lower Peninsula
and in the Upper Peninsula, these school districts just do not have
the economic base to generate sufficient incomes to provide quality
education for the students.

This suggests a need to revamp the current method of financing
public education, which relies heavily on property tax.

Senator Harr. I get the feeling that, with rather surprising speed,
there is a public realization that the method of financing education
has been unequal and is unfair. Ten years ago I doubt very many peo-
p%e gut,side of education accepted this. I think now generally peo-
ple do.

The affluent suburbanite I think has formed a conscience, whether
moral or just survival twinges, I don’t know which. But in this area,
the business of the inequality and the basic business of how much
'n}l}(l)ney stands behind each child—people are coming to understand
this. ' ‘ :

Dr. Krueer. Well, there is a case in California that is going to
accentuate the reevaluation of how to finance public education.

Senator Hagr. There is a much broader understanding and desire to
correct this. situation than the Kerner type of caution about the
Nation in two camps, black and white. We are much slower to acknowl-
edge the threat and to undertake remedial efforts on this.

Hieu IN-StatE MIGraTION

Dr. Kruaer. One of the things that strikes me, as you look at the
data, about our State, and I am sure it is true of other States, that we
have a rather high in-State migration, both from the South and the
Southwest. An mncreasing number of Spanish Americans—Mexican
Americans—are dropping out of the migrant stream and settling

in our State.

And we inherit the educational deficiencies of the school systems

of other parts of the country.

-39
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While I can appreciate the importance of local control of school
districts, it’s very easy for one section of the State and one section
of the country to export its problems to another part. And this i1s why
I guess I urge our State Department of Education to take a more
forceful leadership role in addressing itself to the educational prob-
lems of our State. : :

I think the Congress is going to have to do that itself. Now if I
use another analogy, Senator, with respect to manpower, we are giving
the mayors the authority to plan for manpower services in anticipa-
tion of some kind of revenue sharing. If the mayors could guarantee

that nobody can enter the city and nobody can leave the city, then they

should plan and deliver manpower services. Planning and the de-
livery of manpower services becomes very difficult as a result of the
interstate highway system that enables people to cross the State and
county quickly. It is very easy to live in one area and go to work in
some other area of the%tate, and if you have limited reading and
arithmetic skills, you cannot compete in the labor market, whether
it’s in Detroit or Lansing. S

It seems to me that, given the importance of the educational process
for the survival of our society, a laissez-faire attitude will have to go.

Senator Hart. Over a long period of years, and it’s partly the con-
cept of the local school district, we have sort of forgotten that it’s a
public school system, not a private school system.

Dr. Kruger. It’s a public school system, supported by both local and
State taxes. :

There is another problem that I want to call to your attention, Sen-
ator. As I mentioned, we are a high wage paying State. And we have a
number of newcomers from the South and the Southwest, some of
whom are fortunate to get employment in high paying but relatively
unskilled jobs. . ,

Their incomes are such that the(i’ may not be eligible for Title I pro-
syams, and therefore the school district, while needing special reme-

1al programs, just doesn’t qualify.

Senator MoNpaLE. Senator Hart had to leave for an appointment.
He will be back later. . S

As T understand it, your point about the job situation is that there
is a dramatic trend away from self-employment ——

TrEND FroM SeLF-EMPLOYMENT

Dr. Krueer. Oh, no question about it. .

Senator MoNpaLE. Toward job dependency.
- Dr. Kruger. We are a Nation of employees.

Senator MonpaLE. In Michigan, 92 percent of the labor- force must
go somewhere and get a job from somebody else. :

Dr. Kruger, In the country as a whole it is 90 percent. A

Senator MoNDALE. It is increasing, and since to get a job you must
be able to read and write and do arithmetic, and to get a good job.you
must do all those things well. \ N

Dr. Kruger. Yes.

Smml ATl d
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Senator Monpare. The failure to provide these basic skills is dra-
matically affecting the life chances of children who are inadequately
equipped to compete in the job world.

Dr. Krucrr. Yes, sir.

Senator MoNpaLE. So that today the failure of our schools may not
be any worse than it was, say, 20 years ago, but the consequences of
that failure are much worse.

Dr. Kruger. Ten or 20 years ago, there were more unskilled jobs.
For example one could operate an eievntor, but mnost of the elevators
are now automated and self-operated.

But I think the important thing is, 20 years ago, you could open a
corner grocery store with a small capital. Today, the supermarkets are
eliminating the need for the Ma and Pa stores. 61)portunities for self-
employment are steadily declining. .

I think the job economy and the fact that we have become a Nation
of employees has great implication for the educational system, and the
attitudes of the citizen toward the job. The job is a very valuable piece
of property. It’s the passport to the good life.

And I have data in the prepared text on income that I did not touch
on, but there are many people who are not making enough income, by
the poverty standards, in the State of Michigan.

Senator MonparLe. Thank you very much for providing us with a
most useful setting, giving us details which will be very helpful in the
development of our record.

As I said, the full statement will be included as though read, and we
very much appreciate your coming.

Dr. Krucer. Thank you very much for the opportunity to testify
before the committee.

Senator MonpaLe. Senator Hart will be back in a few minutes. He
is meeting with the mayor of Detroit.
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THE SOCIO-ECONOMIC INDICATORS OF MICHIOAN - IMPLICATIONS FOR EDUCATION

Daniel H. Kruger
Professor of Industrial Relations

School of Labor and Industrial
Relations
Michigan Stste University

Testimony before the Senete Subcommittee on Equal Educetional Opportunity,
October 26, 1971, Wsshington, D.C.

Michigan, one of the Great Lakes ststes, is one of the important manu-
facturing ststes in the nation. Michigan and Detroit are synonymous with
the automobile industry. The automobile put the world on wheels and this
state and Detroit on t‘he map. Michigan has 4,5 percent of the Nation's
po'puhtion vhich makes it the seventh largest stste.

. There are three identifiable sections of the stste - the southern part

of the Lower Peninsuls vhere appioxintoly 90 percent of the populetion resides,
the northern part of the lLower Penmuh vhich is mostly rural and the Upper
Peninsula vhich is mostly forest. The mining industry of iron and copper, is
located here. There is the famous Mackinaw Bridge vhich joins the Upper
Peninsula vith the lover Peninsula.

Michigan is a microcosm of the-United States. Within its boxfderl, it has
a large metropolitan aree, large rural areas and depressed areas. It has glant
manufacturing firms which are world wide. It is an i{mportant agricultursl state.
It has & criticel unesployment probles. It has uc}al problems. It has a
groving Spanish surnape population. Its products are an important part of
American foreign trade. And ite principle industries are affected by the
Nation's foreign trade policy. It has seversl ports. It is located adjacent
to a foreign country, Canada. » Its populstion in terms Of reucial and ethnic
composition is betergeneous. It 1s a weslthy state but has & poverty prodles.

v
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It has a long history of support of public education dating back to the
Northwest Ordinance of 1787. It is a state very sensitive to charges to
econonic conditions because of the high proportion of its workers involved
in the manufacturing of durable goods. Lastly, it is a state trying to
develop a series of solutions to its internal complex social and eccromic
problems. |

In this paper, an effort will be made to analyze ‘several socio-economic

indicators which will describe the important socio-economic problexs of

Michigan. Out of such an analysis will come implications for the State's
elementary and secondary public school system. The socio-economic indicators
to be examined include population, income, employment, education, and

several others.

ERIC

Aruitoxt provided by Eic:




. Population

/
i

The 1970 census shows that Michigan has & population of
8,875,083, an increase of 13.l4 percent ov?r the 1960 census. The
white population during the det.:ode increased 10.6 percent whereas the
Black populstion increased 38.1 percent. In 1970, Blacks and other races
accounted for 11.T percent of the population compared vith 9.2 percent
in 1960. There are almost one million Blacks and 51,000 other racial
groups in the State in 1970. By comparison, in 1960 there vere
718,000 Blacks and 19,700 other racial groups.’ A significant factor in
the increase in t‘he State's Black population vas in-state migration.
During the decade over 100,000 Blacks moved into Michigan, probably &
search of better economic opportunities. '

The white iopulu.tion inside the Standard Metropolitan Statistical
Areas (SMSA) increased 10.6 percent betveen 1960 and 1970 u.conpu'ed
wvith s 38.5 percent increase for the Blacks. 938,000 Blacks out of
991,000 1ive in SMSA's. Within the central cities of the State the
Black population increased 39.6 percent vhile the wvhite population
declined 17.3 percent. Eighty-two percent of the Black population
in Michigsn lives in the central cities.

Outside the central cities, the vhite populstion incressed 21.4
percent. Of the 5,831,000 vhites living in the SMSA, 4,191,000 or
72 percent live outside the central cities. The Blacks living out-
side the central cities increased 32.) percent, dbut this incredse is
somevhat misleading since the data for the base year 1960 are lov.
129,000 Blacks or 13 percent of the total Black population live out-




side of the centrel cities.

Tvo million white population in 1970 lived outside the GHSA's.
This represents 25.5 percent of t‘he total white population in Michigan.
Betveen 1960 and 1970 the white population 1iving outside the SMSA's
increased 10.4 percent. Only 53,000 Blacks or 5.3 percent of the °
total Black population live outside SMSA's.

There vas a larger percent of non-vhite population in the ten
urbanised areas of the State in 1970 than in 1960. Table T shovs
that five major urdanized ue;s in 1970 had 10 percent or more non-
white population: Ann Arbor, 10.2 percent; Muskegon - Muskegon Heights,
15.4 percent; Flint, 18.5 percent; Saginaw, 18.6 percent; and Detroit,
19.5 percent. By comparison, in 1960 Ann Arbor had 9 percent;
Muskegon - Muskegon Heights, 12.3 percent; Flint, 13.1 percent; Saginaw,
14.5 percent; and Detroit, 15.8 percent. The growth in non-vhite popu-
lation {n the 5 other urbaniszed aress is presented in Table I..

A e e e e e 4R




TABLE I

COMPARISON OF THE RACIAL COMPOSITION OF 1HE POPULATION
IN THE URBANIZED AREAS OF MICHIGAM

For the Years 1960 and 1970

Percentage Percentage
Area lo:;zlouto lo;;}{lgite
Ann Arbor 9.0 : 10.2
Bay City 9 - 13
Detroit 15.8 19.5
Flint 134 18,5
Grand Rapids S5l 7.0
Jackson 6.7 8.2
Kalazazoo L9 6.5
Lansing 4.8 7.2
Muskegon - Muskegon Heights 12,3 . 15,4
Saginav 1.5 _ 18.6

Bourcee: 1960 U.8. Census of the Population; -
1970 U.8. Census of the Population




Reaidence ]

In 1960, 73.4 percent of the State!s populstion vas urban and
26.6 percent rural, The 1970 éenaua reveals that 73.8% of the pop-
ulation is urban and 26.2 percent rural. Hovever, during the decade
the vhite urban population increased 10.2 percent, while the Black and
other races urban population increased 39.8 percent. During the ten
year period, the rural vhite population increased 11.k4 percent, vhereas
the Black and other races rural population remained about the same.

The non-vhite population increased significantly betveen 1960 and
1970 in all of the 10 6MSA's in the State: Ann Ardor, .Bay City, Detroit,
Flint, Grand Rapids, Jackson, Kalamazoo, Lansing, Muskegon, and Seginav.
Of the ten areas, Bay City had the lovest percent of non-vhite popixlution
in both 1960 and 1970, 0.7 percent in the former year and 1 percent in 1970,
Detroit in 1960 had 15.1 percent non~vhite popu}ntion and 18,6 percent
in 1970, the highest of the SMSA's. ' Table II on the folloving page
compares the percentsge of non-white population in both 1960 and 1970

in the State's ten SMSA's.




TABLE II

COMPARISON OF THE RACIAL COMPOSITION OF THE POPULATION
IN THE STANDARD METROPOLITAN STATISTICAL AREAS, MICHICAN,

For the Years 1960 and 1970

Percentage Pcrce:itqo

Area Non-White Non-White
1960 1970
Ann Arvor 7.6 8.9
Bay City T 1.0
Detroit 15.1 18.6
Flint 9.9 12.6
Grand Rapids 4.2 4.8
Jackson 5.7 6.3
Xalamaso00 3.6 5.3
Lansing 2.8 k.6
Muskegon 8.7 n.i
Saginaw 10.0 12.8

Sources: 1960 U.S. Census of Population, U.£. Bureau of Census;
1970 U.8. Census of Population, U.8. Bureau of Census
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As indicated in Table III, in 1960 there were 17 urban Places
in the state wvith a non-vhite population of 10 percent or more. In
1970, there vere 26 urban places vith a non-white population of 10
percent or more. .

In 1960, there vero.IO urban places with a non-vhite population of
20 percent or more vhile in 1970, there vere 14 urban placss vith ouch‘
a proportion of non-vhite population. '

In 1960, there vere 5 urban places vith a non-white population of
30 percent or more, as compared with 8 in 1970. '

In 1960, there was one urban place vith & non-white population of

L0 percent or more, vhile in 1970 there were 6.




ALK 111 i

COMPARISON OF RACIAL COMPOSITION OF THE POPULATION
IN SELECTED URBAM AREAS, MICHIGAN
Yor the Years 1960 and 1970

(Areas vith 5 Percent or More Non-White Populstion) . 9
Percentage Percentage
Urban Places ¥on-White Non-White
1960 : 1970 -

- Alvion 20.k 25.5
Ann Arbor 6.5 9.0
Battle Creek 15.2 20.6
Benton Harbor 25.3 59.3
Benton Heights (U) 69.9 XXX

Benton Cestral (U) 52.7
Buchanan T 11,0
Carrolton 0 5.9
Detroit 29.2 L. 5
Dovaglac 13.3 15.8
East Lansing — 5.1
Ecorse 33.3 38.8
Flint 1107 28-6
Grand Rapids 8.3 12.0 (
Hamtranck 14.5 12.5 i
Highland Park 21,4 56.9 * )
Inkster 34,7 LL.9
Jackson 9.3 13.9
Kalamazoo 6.7 10.6
Kincheloe (U) 200X 13.3
X.I. Savyer (U) o 1.7
Lansing 6.5 10.1
Mount Clemsens 1.7 16.7
Muskegon 8.2 15.0
. . » Muskegon Heights 38.6 52,5
Niles 5.4 8.7
Pontiac 17.0 21.5
River Rouge 32.4 32,4
Romeo 6-7 6-9
s“iu' 17-0 25-0
., Bouth Eaven 8.2 12.3
Three Rivers 3.2 1.9
‘Ypsilanti 22.6 20.b

xxx Not listed

Source: 1960 U.8. Census of Population;
1970 U.8. Census of Populstiocn




Age Distribution

Over one third (36.6 percept) of the 1970 population is under 18
years of age. Over 50 percent (510..9 percent) is between 18 to 64 years
of age and 8.5 percent of the state's population is 65 years and over.
These age distridbutions are almost jdentical with those for the 1960
population: 37.8 percent under 18, 5k percent 18 - 64 ana 8.2 percent

65 years and older.

An analysis of the 1970 data by age cohort shows that there has
been a decrease of 17 percent in the age group 0 - 4 yeifl during the
decade 1960 = T0. This is the largest decrease in any of the age
cohorts as evidenced in Table IV. Two other age cohorts experienced ,
decreases. There vas & 9.3 percent decrease in the 30 - 3k age group
and & 14.7 percent decresse in the 35 = 39 cohort. The two largest
increases were in the age cohorts 15 - 19 and 20 - 2k, .'I'he former
increased 54.7 pevcent and the latter $7.7 percent. These increases

reflect the baby born in the post war period, 1945 - 1955.




TABLE IV

AGE DISTRIBUTION OF MICHIGAN POPULATION

1960 and 1970
(4in thousands)
Age in Years 1960 percent ‘1970 percent Percent change
1960 to 1970
0~ & 969 80k «17.0
S 9 879 92k 5.1
10 - 1k Thh 979 31.7
15 - 19 56k 8713 5.7
20 - 2b b7 ) 703 57.7
25 - 29 LY( 59k 25.3
30 - 3k 539 A89 - 9.3
35 - 39 556 A7k «1k.7
4 - Lk 509 528 3.8
ks - L9 k61 529 k.7
50 - Sk 398 h78 20.0
55 - $9 353 k11 16.6
60 - 6% 293 336 1.8
65 - 69 251 26k 5.0
70 - % 18% 203 10.3
™+ 203 266 8.9

Source: 1970 U.8. Census of Population
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Easily Forzation

There are 2,181,816 fanilies in Kichigan, of these numbder &
1,262,763 or S7.8 percent have children under 18 years of age. These
faailles have & total of 3,073,963 children under 10 years distributed
as followvs: 919,993 wnder 6 years and 2,153,970 children 6 to 17 years

of age.

Of the children under 18 years of age, 2,695,002 are vhite and
361,256 are Black. Put another way, 87 percent are vhite and 11.8
percent are Black. Of the children under 6 years of age 755,938
(82 percent) are white snd 112,908 (12.3 percent) are Black. There are
1,504,979 (87.9 percent) vhite children 6 - 17 years and 248,352 (11.5

percent) are Black children.

The age distribution of the Black children under 17 generally
follows the proportion of Black population of the state (11.7 percent).

Sixty-<ivo labor areas in Michigan — either cities or countieg -
hsd sudbstantial or persistent levels of unemployment in October 1971,
These labor areas involved 73 out of the State's 83 counties. Thus,
alzmost the entire State is experiencing high levels of unemployment
vith 17 labor areas being classified as having substantial uneaploy-
ment and 5 labor areas having persistent unemploynent (see Table 5).

Currently, of the eight major labor markets in Michigan, six

" (Battle Creek, Detroit, Flint, Grand Rapids, Kalamaz00, and Saginav)

are classified as "D", vhich means that they have substantial unemploy-

ment of 6.0 to 8.9 percent. Lansing is a "C" group, vhich means a

moderaie rate of unemployment ranging from 3.0 to 5.9 percent. Muskegon -

Mugkegon Heights is in the "E” group, an area with substamial unemploy-

ment ranging from 9.0 to 11.9 percent.

47
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TABLE ¥

LABOR AREAS IN MICHICAN WITH
Octodber 1, 1972

LABCR AREA SUBSTANTIAL PERSISTENT

Adrian {Lenawee County) b 4
Alger County
Allegan (A)legan Ccunty)
Aiza (Gratiot Cournty)
Alpera (Alpena County)
Ann Arbor (Washtenaw County) X
Bad Axe (Buron County)
Baldvin {Lake County)
Battle Creek (Barry and Calhoun Counties) X
Bay City (Bay Courty)
Benton Harbor (Berrien County)
Big Rapids {Mecosta County)
Boyne City (Charlevoix County)
Cadillac {Missaukee, Oseola and Wexford Counties)
Caro {(Tuscola County)
Chedoygan (Cheboygan County)
Clare (Clare County)
Coldwater (Branch County)
+roit {Macomd, Oskland, and Wayne Counties) X
Dowagiac (Cass Cuunty)
East Tavas {Alcona and Iosco Counties)
Elberta (Benzie County)
Escanaba {Delta County)
Flint (Genesee and Lapeer Counties) X
Frenont (Newvaygo County)
Gaylord {Otsego County)
Grand Rapids (Kent and Ottawa Counties) x
Grayling {Crauford County)
Harcock (Eoughton and Keweenaw Counties)
Hart {Oceana County)
Hillsdale (Hillsdale County) X
Hillman (Montmorency County)
Howell {Livingston County) X
Ionis-Belding-Greenville (Ionis and
Montcalm Counties
Iron Mountain {Dickinson County)
Iron River {Iron County)
Ironwood {Gogebic County)
Jacksen {(Jackson County)
Kalamazoo (Kalamazoo County)
L'Anse {Baraga County)
Ludington {Mason Ccunty)
Manceionas {Antria County)

M MM MMM

L R ]
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TABLE V
LABOR AREAS IN MICHIGAN WITH
SUBSTANTIAL 1/ AXD FERSISTENT UNEMPLOYWENT 2/
October 1, 1971
(Continued)

LABSR " SUBSTANTIAL PERSISTENT

¥anistee (Manistee County)

Vanistique (Schooleraft Zounty)

Marguette (Alger and Marquette Counties) X

¥idland (Midland and Glsdwin Crunties) X

Pio (Oscota County)

Muskegon-Muskegon Eeights (Muskegon County)

Fevberry (Luce County)

Ovosso (Shisvassee County)

Peicskey [Ermet County)

Port Furon {St. Clair County)

Rogers City (Presque Isle County)

Roscomon (Roscommon County) X

Saginav (Saginaw County) x

St. Ignace (Mackinac County)

Sandusky (Sanilac County)

Sault Ste. Marie (Chippeva County)

South Haven (Vam Buren County) x

Standish (Arenac County)

Traverse City (Grand Traverse, Kalkaska, and
Leelanau Counties)

West Branch (Ogemaw County)

L R

MM MMM MMM

MM M MMM

Source: U.S. Department of Labor, Manpowver Adminisiration, Aree Trepds in

1 t and U 1 t, September 1971.

1/ Areas of Sudbstantial Uneaployment. A labor ares in which the current and
anticipated local lsbor supply sudstantially exceeds labor requirements is
classified as an ares of "substantial unemployment.” An ares is placed in
this category when:

{1) Unemployment in the area is equal to 6 percent or more of its work
force, discounting seasonal or texporary factors, and

(2) It is anticipated that the rate of uremployment &uring the pext 2
months will remain at 6 percent or more, discounting texporary or
seasonal factors.

2/ Areas of Persistent Unemployment. A labor area, or a city of 250,000 or
more population, or a ccunty, may be classified as sn area of "persistent
unenployment”™ when unemployment during the most recent calendar year has
sveraged 6 percent or more of the vork force, and tie rate of unemployment
has: -

Q- 49
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TABLE V
LABOR AREAS IX MICHIGAXN WITH
SUBSTASTIAL 1/ AXD PERSISTENT UNDXPLOYMENT 2/
Octodber 1, 1971
{Continued)

(1) Averaged 6 percent or more and has been at lesst 50 percent above
the national average for 3 of the preceding § calerdar years, or

(2) Averaged 6 percent or more and has been at least 75 percent adove
the national average for 2 of the preceding 3 calendar years, of

(3) Averaged 6 percent or more and has deen at lesst 100 percent above
the pational average for 1 of the preceding 2 calendar years.

Incose received by Michigan residents is an izportant socio-economic irgi~
cator. The standard or style of living is a function of incone. In many
{nstances, inccae is a factor wvhich deternines vhere one lives. The degree
to vhich indiv?duals may be willing to support their school systeas may also
be a function of income. ' ‘

There are several sources of data available on the income of Michigan

_ residents, One 1is per capita income; another is data from income tax returns;

a third source is income data by county. Each vill be bziefly discussed.

Petveen 1960 and 1970, the total personal income in Michigan rose froa

" $18.2 billicn to $36.7 dillion, an increase of 100 percent. The per capita

perscpal income incressed from $2,323 to $4,121, a gain of 78 percent (Tabdle

vI). By comperison, the per capita personal income of ihe U.S. ros= from

$2,219 to $3,907 » or 76 percent. The average annual percent increase in Michi~

gan during this pericd was 5.7 percent and in the U.S. 7.7 percent. In one
year 1961, a Trecession year, Michigan’s per capita income declined 1.2 percent
as ~ompared with O.h percert decline in U.S. per capita income. In all other
years, there was an increase in both Michigan and the U.S. per capita incore.
In Michigan, the increase ranged from s low of 3.2 percent in 1960 to a high
of 9.8 per cent in 1968. Nationally, the increase ranged froa s lov of k.l

percent in 1960 and a 11.9 percent gain in 1965.
Ancther way to compare per capita in Michigan with that of the United

States is to examine the reiationship one to another, i.e., Michigan's per
capita income as a percent of that of the United States., In 1960, Michigan’s
per capita income was 10k.9 percent of the U.S. snd in 1970, it wvas 105.h

percent. In 1961, the relationship vas the iowvest, 101.3 percent and im 1965,

00
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TABLE

6

vi

U. S. TOTAL AXD MICHIGAN TOUTAL AND PER CAPITA PERSONAL i%¥COME, 1960 - 1970

MICHIGAY u.s.* MICHIGAR PER CAPITA
Year Asount | Percent Aacunt Percent Percent | Percernt
(=ai11icns) | Change {=i1lions) | Change || Anount | Change | of U.S.
i960 | 818,203 151 $396,725 b7 $2,323 3.2 108.9
i961 18,131 i A1k, k11 3.9 g 2,298 | -1.2 101.3
" 1962 19,320 6.6 Mk0,192 6.2 2,336 5.9 102.6
1963 20,787 1.0 463,053 5.2 2,575 §.0 10h.8
1964 22,701 9.2 k9k, 013 6.9 2,768 7.5 106.9
1965 25,398 11.9 538,949 8.3 3,032 9.5 109.5
1966 7,680 9.0 583,829 8.9 3,282 6.9 108.6
1967 29,182 5.3 625,490 7.1 3,367 3.9 106.3
1968 32,222 10.6 68k kA2 9.h 3,697 9.8 107.8
1969 35,010 8.7 Th% ,AT9 8.8 3,976 7.5 107.6
1970 36,658 k7 796,593 7.0 i1 3.6 105.4
’ L

8. Personal income estimates for the U.S.

and not comparable to total U.S.

stationed abroed.

Source: U.S. Department of Commerce, Office of Business Ecomomics.

mates by the Executive Office.

ol

a*e the sun of state personal incomes
personal income which includes individuals

1970 esti-
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the highest, 109.5 percent.
~able ViI shows Federal income tax returns by edjusted gress incose

classes for doth 1963 and 1968. 1In 1963, 10.3 percent of the returns vere

under $1,000 ss compared with 9.k percent in 1968. Over ore-third of the )

returns in 1963 and almost three-testbs of 1968 were in the $1,000 to $5,000

class. Put another vay in 1963, 45.3 percent of the returns were under 35,000

corpared to 38.1 percent inm 1968. Porty percent of the returns in 1963, tut

poly 30 percent in 1968, were in the $5,000 to $10,000 class. Thus in 1963,

85 percent of the returns were under $10,000 cozpared with 68 percent in 1968.

Accordingly, 15 percent of the returns in 1963 were $10,000 snd gver cozpared

with 32 percest in 1968. Thus, the proportion of returns 810.(.)00 snd cver

doubled betveen 1963 and 1968. The proportion of returns in the $10,000 to

$15,000 class rose from 11.7 percent in 1963 to 20.8 percent in 1963. The

most significant incresse occurred n the $15,000 to $25,000 class vhich rose

from 2.9 percent in 1963 to 9.0 percent in 1968. ‘
The most recent svailable data on income bty county in Michigan are for |

1967. Table VIII has date by {ncome ranges for each cousty. These dsts
shov:-

— 15 counties have 20-30 percent of their households with anmal
cash incomes under $5,000 .

— 27 counties bave 30-k0 percent of their households with annual
cash incomes under $5,000

~= 30 counties have k0-50 percent of their households with aorual
cash incomes under $5,000

-7countiesbaveover$0percenfofmirhonnehom'1thnmu
| cash incomes under $5,000

Thus, T9 cut of 83 counties have one-fifth or more of their bousetolds
with annual cash incomes under $5,000. Thirty seven counties Bavs two-fifths

or more of their households with annual cash ipcomes under $5,000.

ERIC *




9428

TABLE VII

FUMBER COF FEDERAL INCOME TAX RETURES

BY ADJUSTED CROSS INCOME ClLASS
Michigan, 1963 and 1968

Adjusted Cross

income Class 1963 Percent 1968 Percent
Kote 12,348 .5 13,516 Y
Under $1,000 263,063 9.8 285,597 9.0
$1,000 - $5,000 940,119 35.0 912,115 28.7
$5,000 - $10,000 1,078,964 h0.2 935,294 2.5
$10,000 - $15,000 1k,395 1.7 660,59% 20.8
$15,000 - $25,000 71,806 2.9 286,2h6 9.0
$25,000 - $50,000 24,696 9 58,903 1.8
Over $50,000 6,726 .2 16,822 .5
TOTAL 2,682,101 100% 3,169,060 99.7

Source: Internal Revemue Service

Income 1968. .

Viewed another way, 55 of the £3 counties have 20 percent or more of
their households with annual cash incomes under $3,000; 7 counties have

» Statistics of Income 1963 and Statistics of

30 percent or more of their housebolds with anrmal cash incomes under $3,000;

1 county has M percent or more of its households vith annual cas incomes under

$3,000.

All of the counties wit: &0 percent or more of the households with

incomes under $5,000 are located in the Forthern part of the lLower Perinsuia
and in the Upper Peninsulas.
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Dats on income by race are availabdle for the year, July 1968 - June 1959,
for boith the city of Detroit and an area in the central city, Leavily popu-
lated by Blacks. This special study, one of five covering sajor cities in
the nation, was conducted by the Bureau of Labor Siatistics, U.S. Departsent
of Lador. Table iX shows data for the entire city of Detroit and Table X
data for the survey area. In the entire city of Detroi%, 2.7 percent ol ¢
faziiies with four or more mezbers and 12.7 percent of the Negro fanilies of
sinilar size had incomes under $3,500. Of tre white families with four or
sore mesbers, 5.8 percent as coapsred with 20.9 percent of Xegro fanilies
of four mesbers or more had annual lnccmes under $5,000.

About one=fifth of the Negro sod other races fazilies and 15.3 percent of
the white fazmilies with four or moTe members had annual incomes of $5,000 to
$7,999. Almost four-fifths (78.9 percent) and nesrly three-fifths of the
Fegro fasilies had an~aal incomes of $8,000 or more. However, three-{ifths of
the white families (59.8 percent) slightly over two-fifths (b2.3 percent) of
the Jegro fazilies with four or more menbers had asnual incrmes of $10,000 or
pore. The pedisn annual incoaes of white faailies with four or mcre wetbers
vas $11,218 as compared vith $8,909 for similar size Fegro faailies. The
antual pedian income of Fegro families was 79.h percent of that for white
fanilies of this size.

Of the families with two or more meabers in the city of Detroit, ome-fifth
{19.9 percent) of the vhite fanilies and one-fourth (2_6 percent) had annual
incopes under $5,000. Slightly over three-fifths (62 percent) of the vhite
femilies of this size as comparei with about one-half (51.6 percent) had
annual incomes in excess of $8,000. Ia the $10,000 plus annual income group,
there were over tvo-fifths {43.9 percent) of the vhite faailies and cver
one-third (35.9 percent) Negro fanilies. The medisn imcome for vhite fanilies
of tvo or more members was $9,217 snd 58.217 for Negro fanilies of this sise.

The annusl pedisn income of Negro families with two o more members vas 89.1

percent of that for white fanilies of similar sige.
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Tadls IX Antual Income of Pamiliee end Unralsted Indtividuals

in Detroit Survey Avea sod Entire City by Race,

July 1968 - June 1969.% (Cont'd.)

(-] tro

: ¢ Kegroes ard :
Money locoee All Pamilfes ! Wnfte ° Othar Races ¢
IANILIES (2 OR MORE MEMBERS)
Tote]l © Pmber ..ccccevcenscccsone 370,480 222,700 147,700
Percent cecececcsetsscccccccscnces 100.0. 100.0 100.0
0 o $3,499 ..ececcccercccnns 13.2 11.7 15.8
$3,500 = 4,999 civeorecccscnncen 9.0 8.2 10.2
85,000 7,999 Liivecccccccccces 19.8 18.2 22.2
$8,000 = 9,999 sieveeses 17.3 18.1 16.0
$10,000 «  Of MOTE seveccaccccncns 40.7 43.9 5.9
MedLan {NCOME cccccsccccassscccnas 8,847 $9,217 $8,217
EAMILIES (& OR MORE MEMPERS)
Total = MWber c.ccecccccsscccccse 150,000 83,500 65,380
Perceat ®00ccecnvessesscncscsstons 100.0 100.0 1€3. 0
o - ‘3.’099 ee0etssecsssstoce 7.3 2.7 12.7
53.500 - ‘.99’ se0ccsescesssscvee 5.8 3-1 5.2
55,000 - 7,999 coiiiencecncccace -17.9 15.3 2°.5
$8,000 = 9,999 cicevisencccccane 17.3 19.1 . bS--
$10,000 =  OF BOTE cevencorennncan S1.6 59.8 82,2
Fied{an (rEOBt teersericceccccancen $10,103 " 811,218 $8,9C9
LERFIATED INDIVIXALS
Total © NuEbDEr .ccceerecccccccccens 139,600 86,000 $3 ¢ 5%
Percent ®ecccscetsctecssonssnsnsns 100.0 100.0 Ve
O = 83,499 covecvcnccceccaes $3.4 5.6 5..8
$3,500 = £,999 cirevecctcosccnes 11.1 10.8 il.s
$5,500 = 7,999 tecececcccrcanses 21.0 20.5 21.9
$8,000 = 9,999 cictcrcccccscones 7.7 7.3 &o
slopm - OF MOTE coveccvcncsscsee 6.8 6.8 8.9
Heclan {nCOME ccccecersccocnrannnn $3,224 $3,151 $3,378

* The sum of the (ndividual items may not equal the total gus to roundisng.

Source: Poverty - The Broad Qutline. Detroit, Urban BExployment Survey Ko. i,

Detroit, U.S. Depariment of Lador, Buresu of Labor Statistics, Forth Central

Region, pp. kl.

o7
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In the Detroit survey areas —— ths Concentrated Dmployment Prograa (CEP)
area —- as indicated by Table IX, one-fifth of both white and Xsgro faailles
vith four or more members had annual incomes under $3,500. Over cse-third
(36 percent) of the vhite families of tbis size hed annual incomes under $5,000
as compared vith one-third (33,4 percent) of the Regro families. Nearly half
(L8 percent) of tha vhite families and over two-fifths {42.6 percent) of the
Negro families with four or more membders had annual ircomes of $8,000 or more.
About one-third of the vhite families of this size in the survey area had
annual incomes of $10,000 compared to 26.9 percent of the Negro femilies. The
pedian annual income of white families of this size was $7,000 and $7,318 for
Negor families. Thus, the annusl median income of Negro families vith four or
more members was ;Ol;.s of that of white families in the Detroit survey area.

The proportion of doth white and Negro families with two or more members
in the survey area with annual incomes under $3,500 vas about the same for
both groups, 26.2 percent of the white femilies and 27.8 percent of the Kegro
femilies. Similarly, sbout two-fifths of families in dboth groups had annunl
incomes under $5,000. 35.7 percent of the white femilies and 34.8 percent of ..
the Negro families with two or more members had annual incomes in excess of
$8,000. Slightly over one-fifth (21.1 percent) of the white families and
about one-fifth (19.6 percent) of the Negro families had annual incomes over
$10,000. The medisn annual income of such white families was $6,313, compared .
to $6,‘166 for Negro families. In the survey a.rea', Negro families of two or
more members had an annual median income which was 97.6 percent of that of

vhite families of bsimila.r size, - .
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Tadle £ Annual Income of Fanilice and Unrelated Individuele

{8 Detroft Survey Area and Zntire City by Rsce,
July 1968 - June 1969.®

NDetrolt Survey Area
aniDio TRy Ares

Neztoee ard -

Yoney Income Al Famtltes “hite P Other taces

FAMILIES (2 OR MORE MFMSERS)
7083l © Nurber tiueievserniinnnnnns 31,400 8,300 23,600
PErcont tiiiiiiescosennonennnnnnnns 100.0 100.0 160.0

0 = $3,499 tiveernnernennnnens 26.8 26.2 27.8
$3,500 = 4,999 L.ieensenan. 12.8 13.1 13.0
$5,000 = 7,999 eiererernnninnnnnn 24.9 25.0 24.3
33,000 = 9,959 4.ieerecvcnnnnnannen 15.3 14.3 15.2
$10,000 = OF ROT® ovevocenssennnnan 20.1 21.4 19.5
¥ed{an {nCOME . .ovevoecrcnnnnccnnce $6,346 §6,31) $6,166

FAVILIES (4 OR MORE MFPMBERS)

. 2

Total = NUMBET vvveoevosnsneennnnns 13,300 2,400 10,900
PErCENt siveeeacnsoeseesoscccianne, 00,0 100.0 1a0.0

0 e §3,49% Liiieiiiriiiene. 18.8 20.0 20.4
§3,509 = 4,999 .ieieeeiiiinnnns 12.8 16.0 13.0
$5,000 - 7,999 24.1 16.0 24,1
$8,000 ~ 9,659 . 15.5 16.0 15,7
$10,000  «  OF DOT@ wreicnneennnon 27.8 32.0 26.9
Medlan {NCOTE vucoseonennesernennns $7,423 $7,000 $7,318

UNRFTATZD INDIUVIDUALS
TOCAL = NURDET cveseeeenenncnosnnns 26,800 12,100 14,700
PEICENt vuvuecreesononsonncennsnene: 100.0 100.0 160.0

0 o 83,859 Liiiernntinnnennns 66.5 64.7 65.0
$3,500 ¢ 4,999 veviereenennnenenn 10.4 11.8 8.8
§5,000 = 7,989 t4iiireeennnennnnn 15.2 13.4 17.7
$8,000 = 9,959 ...eveneenn. 4.5 5.9 3.4
§10,000 =  OF £OT@ weevsernnennnnns 3.3 4.2 2.0
Hedan {6CORE verrunenenrnrsleeenns $2,119 $2,37 $1,986

* The sun of the {ndividual {tems may not equal the total dua to rounding,

Source; Poverty — The Broad Outline, Detroit, Urban Employment Survey, Report No. 1,

Detroit, U.S. Department of Labor, Bureau of Labor Statistics, North Central Region,

pp. L0, :

99
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AnociLer coSparison of income between Michigan and the Lnited States
18 avercge weexly earnirgs and average hourly earnirgs in manufacturing
{ndustries (Table XI), Michigan is a high wage paying state. 3ciween
1560 and 1970 average weekly earnings in Michigan increased from $112.00
to $168.24, a gain of 50 percent; average hourly earninga also rose 50
percent from $2.75 to $4,1L, In the Nation'a manufacturing industry,
average weekly wage increased from $89.72 to $133.74 a gain of 50 percent;
average hourly earnings also increased of 50 D.rcent from $2.26 to $3.36.

As noted both average weekly and hourly earnings in manufacturing are
higher in Michigan than for the United States as a whole. Table xI also
show both these earnings as a percent of the United States. During the
period 1960-70 the average ‘weekly earnings in Michigan, on the average, were
27.5 percent higher than those for the United States. The low point 'was 1961
when Michigan's average weekly earaings were one fifth higher (121) tghnn those
for'the United States. The high point was in 1965 and 1968 when Micx‘gigan's
weekly earnings were a third higher (133) than those for the United étates.
Average hourly earnings in Michigan during this period were, on' the average,
22 percent higher than the average hourly earnings for manufacturing industry
in the United States. 1In 1661, Michigan's average hourly earnings were one
£4fth more than those for the United States, (120) which was the low point.’

In 1968, they were a fourth higher (125) than the United States.
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TABLEZ X1

AVERAIE WEZXIY AND LCURLY ZARNING

LD PO I

MICHISAT AT VLS., 160 - 1570

3OIN MANUFACTURLNG,

Micnipoan Uritel States Virnioen AL Papesne,
Average Average Aversge Average Aisrage Aierage
Weerly Heurly Weekly Heurly Wecrly tHourly
Year Farnin~s Furnings Earnings Farnings Earrings Esrnings
1950 $112.00 $2.75 $89.72 $2.26 124 121
1591 112.32 2.80 92.34 2.32 121 120
1562 121.43 2.91 96.56 2.39 125 121
1963 128.27 3.02 99.63 2.L6 128 122
1964 135.11 .n 102.97 2.53 131 122 .
1565 ib3.79 3.22 107.53 2.61 133 123
1966 145,10 3.35 112,34 2.72 129 123
1957 145,78 3.47 114.90 2.83 126 122
1968 164.15 3.79 122.51 3.01 133 125
1569 166,78 3.97 129,51 2.19 128 124
1970 168.24 L1k 133.74 3.36 125 123
SOURCE: Michigan data from Michigan Employment Security Commission. U.S, data from U.S.

Department of Commerce, Office of Business tconomics.

are preliminary.

61

Data for Decezber, 1970
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T™he scurces of personal income in Michigan have hanged rather algnifie
canily iz the period 1360 aal 1570 (Table £II). In btoth years, the largest
source.of personal income was from wagee and sslaries !o zasufacturing. How
ever, the propostion of the Swae's personal income from this source declined
from 35 percent ia 1960 to 29 percent in 1973. The secord major source of
wages .nd salaries in \960 vas wholesale ard retail trade, which accounted for
10 percent of personal incooe in 1960 and 10.3 percent in 1970. The second
majcr source of wages and salaries in 1970 vas goverrzent employment --
Federal, state, and local -- with 10.6 percent; in 1960, this sector accounted
for 8.8 percent. During this period, state and local governments' share rose
froa 6.9 percent to 8.8 percent.

Proprietors income declined from $.3 percent in 1960 to 7.2 percent in
1970. Property income, however, accounted for 12 percent of the State's
total in 1960 and 13.3 percent in 1970. Transfer payments, which includes

Social Security benefits and welfare payments, increased from 6.5 percent in

1960 to 8.7 percent in 1970.
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SASLE XIS

MIOLOIAN PURSCLAL uonvs it

VO and 197G

MALCR SOURCES

a0 milltons of dollars)

- 63

1560 Percent 1570 Porrent
7otnl Personal Incoze 18,203 1c0 36,658 100
Wage and Salary Sisburse- 12,837 100 25,868 1c0
Far=zs zents 55 .3 L8 .1
Mining 96 .5 n3 .3
Contract Construction 570 3.1 1,12 ' 3.8
Manufacturing 6,362 3..8 10,602 28.9
Wholesale & Retail
Trade 1,829 10.0 3,807 10.3
Finance, Insurance &
Real Estate 388 2.1 868 2.3
Transportation, Communi-
cations & public
utilities 819 L4 1,419 3.8
Services 1,119 6.1 2,856 7.7
Governzent 1,603 8.8 3,912 10.6
Federal Civilan 2u8 1.3 520 1.4
Federal Military 97 .5 158 A
State & Local 1,258 6.9 3,234 8.8
Other Labor Income 668 3.6 2,020 5.5
Proprietors Income 1,697 9.3 2,663 7.2
Farn 237 1.3 285 .7
Non-Farm 1,460 8.0 2,378 6.4
Property Income 2,198 12.0 4,902 13.3
Transfer payments 1,192 6.5 3,209 8.7
Less: Personal Contribu-
tions for Social Ins. 389 2.1 1,205 3.2
SOURCE: U.S. Department of Commerce, Office of Business Economics
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Cre of the crltloal caploymant problems in Mionidan 13
furce L3 grovwlirg faiter “han the ttate's adllity %o provide eaployzent.
wring She years LjtC to 137C, the Stase's lator force increased 23.3 persent,
from 2.9 mlillon to 3.7 millicn (Tadle XIII), The nunler of employed lnirensed
from 2.3 mlilion %o 3.4 =million, a galn of 22.3 percent. The ron-{ara iador
rorce lnerensed 25.9, from 2.9 milllon to 3.6 alllion. Total ron-farm ezploy-
sent alzo increased 25 percent, frea 2.7 aillton to 3.3 millioa. As i3 vell
%xnown, agricultural emplioyzent has beer declining both rationally ard in the
State. Betweea 1960 and 1970, agricultural espioyment declined LO percent,
froa 93,700 to $6,200. In all probability, it will continue %o decline a3 a
result of mechanization of crops. Self coployzent declined 8.5 percent, froz
314,500 to 287,500 in the period 1960 - 70, vhile wage and salary workers

{increased from 2.h million to 3.0 million, a gain of 28.9 percent.

TABLE XIII

MICHIGAN LABOR FORCE AND EMPLOYMEIT ESTIMATES (IN THOUSA:DS)

1260 1970
Total Labor Force 2,959.0 3,664.3

Enployed 2,758.9 3,37k.5

Unemployed 198.6 253.7

Agricultural Employment 93.7 56.2
Non-Farm Labor Force 2,865.3 3,608.1
Total Non-Farm Employment 2,665.2 3,318.3
Self Employment - 31k4.5 , 287.5

Wage and Salary Workers 2,350.7 3,030.8

Source: Economic Report of the Governor, Michigan, 1971.

69-828 O-72-pt. 19A—35
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ntLetaiay cuasaafeoatesn TUr DUt Lut. and L tll LT partilalar tidlefilanse
L3 LAt sarTviie tyya fadassiries are jroviling lncreasing eaployment Ly re

Lunltars fup MLionidan'a Wik Torce.  The Nidhest jercent [nirense wad o
JEIV.Iies == & wROppIng galn of 62 jercent in that lecade. ubLic amployTent
increascy %5 percent belween 1JE0 and 157S. Manulacturing esployment only
incrensed by ll.4 percens.

The inporzance of this modest increase can te scen (n Table xy, Iin

1900, munufucturing cstablishments accountad for 51.5 percent of the

exployeces of ror-fara estadlishments. By 1970, marufacturing irdustries
accounted for 45.8 percent of ron-farm employees. Equally disturbing is that
the absolute growth in the nuzber of employees in manufacturing estadblish=ents
betveen 1960 and 1970 totalled only 1L9,C00, or an annual average of 13,5LS.
The izrortance of manufacturing as & source of exmployz=ent has been declining
in ¥ichigan. This helps to explain, in part, the high levels of unexzployzent

wvhich the State has been experiencing.

TABLZ XIV

WAGE AD SALARY WORKERS (IN THOUSANDS)

ERIC R
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1960 1970 % Chance
Total Manufacturing 967.6 1,078.8 +11.4
Durable Goods 770.6 863.3 49.5
Motor Vehicles & Equipment 311.2 388.0 +8.6
Non=Durable Goods 197.0 215.5 +9.3
Total Non-Manufacturing
Industries 1,050.4 1,436.3 +36.7
Contruction 97.2 121.3 +2L.7
Transportation, Communi-

cations & Utilities 150.4 149.9. +A7
Wholesale Trade 102.9 k1. +37.4 1
Retail Trade 3k8.0 465.3 +33.7 :
Firance, Real Estate &

Insurance g2.8 ) 119.0 +43.7 \
Services 263.7 La7.h +62.0 \
Mining 15.5 . 12.0 -22.5 i

Total Government ' 332.7 515.7 +55. i
Federal 46.3 "57.2 +ggg }

State T1.1 113.2 +59.2
Local 215.3 345.3 ' +60.3 ;
Source: Economic Report of the Governor, Michigan, 1971. ]
|
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TAea

MU TUTSN VAL Llas LY LA

i iae et wie e e eyt ¢ e Ay T
MANS WA IS BOTABLISINISTS (M

Lon Sloaaands )

P IR Y. ORIV

Nomedsrloultural Manufasturing Peroent,
Vary Titablirments Fatabllrments Marsafaceuring
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1503 2,L12 1,204 49.9
150k 2,518 1,238 L9.1
1965 2,687 1,302 L8,k
1966 2,862 1,393 Lg.6
1567 ’ 2,904 1,393 47.9
1968 2,978 1,387 L6.5
1969 3,077 1,k04 45.6
1970 2,969 1,360 45,8

SOURCE: Manpower Report of the President, 1971 p. 266

During the period 1960 and 1970, the unemployment rs.ce in Michig_a.n has
been higher than that for the United States in each ._ear except 1963, 1964,
1965 and 1966. Employment in Michigan's industries is more sensitive to
level of economic activities because of the large proportion of workers
engaged in durable goods manufacturing.

Table XVI compares the unemployfnent rates for the United States and Mich-
igan for the years 1960 - 70. In 1970, the national unemployment rate was 4.9
percent compared to 7.0 percent in Michigan. Put another way, the Michigan
rate was 143 percent of the U.S. rate.

Table XVII shows that there has been variations in the rates of unemploy-
nent 11; the State's major labor markets ‘during the period 1960 - 70. Moreover,
there (vu-e‘variations between the State's unémployment rate and these major

labor markets. For example, the unemployment rate in Muskegon and Muskegon

Heights in each year was higher than the State rate.
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There are available data on the unemployment rates by race in Michigan
for the years 1967-70 (Table XVIII.) In 1967, the non-white unemployment rate
was 2.4k times the total rate and 3.3 times higher than the unemployment
rate for whites. In 1970, the non-white was 1.74 times higher than the state
total and twice as high as the white rate. The same pattern applies to the
United States data. Blacks and other minorities experience higher unemploy-
ment rates than do white workers. As a rule of thumb, the Black unemployment

rate 1is about twice that of whites.

The same pattern of white-Black unemploymént can be seen from the data on

the Detroit SMSA (table XIX).In each year 1968, 1969 and 1970, the unemployment

rate of Blacks was substantially higher than for whites, both in the SMSA and
in the Central City of Detroit. In 1970, the most recent year, the Black
unemployment rate was 183 percent of the white rate in the SMSA ‘and 195 per-

cent of the white rate in the Central City.

TABLE XVIII

MICHIGAN UNEMPLOYMENT RATE BY COLOR, 1967 - 1970

Year Total White White Non-White Non-White Non-'™ite
Total Total White
1967 k.5 3.3 .13 11.0 2,44 3.3
1968 4.3 3.h .79 8.2 1.90 2.4
1969 5.0 3.5 .87 7.6 1.90 2.1

1970 7.0 6.1 .87 12.2 1.7h 2.0

Source: U.,S. Department of 'La‘bor, Manpower Report of the President, 1971,
page 28k.
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Educational Levels

The only available data on the education of the State's porpulation-are the
1960 census data. The 19T0 data on education were not readily available. The
Detroit Urban Survey cited earlier contains data on the educational level of
the civilian labor force by race and age for both the City of Detroit and the
Detroit survey area which are reproduced in Table XX and Table ¥XI , res-
pectively.

In the City of Detroit, Table XX, 9.8 percent of the civilian labor
force 18 years and older had less than an 8th grade education. Seven percent
of the whites and 13.4 percent of the Blacks and other races had less than an
eigth grade education. Over two-fifths (43.6 percent) of the total civilian
labor force 18 years and over had less than k4 years of high school. Nearly
two-fifths (38.5 percent) of the white vorkers had less than 4 years of high
school compared tc half of the Blacks. Nearly two-fifths (39.2 percent) of the
whites and over one-third of the Blacks (35.5 percent) had 4 years of high
school. Over .one-fifth. (22.3 percent) of the whites and one-seventh (14.2
percent) of the Blacks had some college.

In the City of Detroit, over two-fifths (6.0 percent) of the white males
25 years old and over had less than I years of high shcool, whereas three-
fifths of the Black males had not completed high school. Over a.third (35.8
percent) of the white females and nearly one-half (46.6 percent) Black females
25 years old and over had less than a high school education. One-third (33.3
percent') of the vhite males and 27.3 percent of the Black males had 4 years
of high school., Over two-fifths (k4.3 percent) of the white females snd
37.3 percent of the Black females had 4 years of high school.. One-fifth

. (20.7 percent) of the white males and 11.8 percent Ralck males had some

college. A fifth of the white females also hud some college, compared to 16.1

percent of Black females.
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Table XX Educational Attaimment of Civil{an Labor Porce in
Detroit Survey Area and Entire City hy Age, Sex, and Race,
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July 1968 - June 1969.* (Cont'd)

Entire City of Detrait

. s Botir Sexes Males Pezales
Educational Level 18+ 25+ 25+
Total = NUbBET seeesessonneanases 587,700 296,900 172,700
POrCENEt soveosssnscscsssssenssses 100.0 100.0 . 100.0
Lesf thAn 8 ceceesscssccscccssecs 9,8 14,1 7.9
8th Grade sesssccssssccsscsssnvns 9.1 12.1 9.2
1 « 3 years High School ceeecennse 26,7 25.7 23.8
4 years High School seeescesccece 37.6 31.0 41,0
COLL28E@ seesvsosssssnsssrssvsssnse 18.8 17.1 18.1
Median Years Completed secescnves 12,2 11.8 12,2
WHITRE ' .
Total = NUDDAY eeseesscsssssssnse 353,700 178,800 91,300
PETCENE sccsvoncosssssssssnsssvss 100.0 100.0 100.0
Less than 8 seesssssscssscssssces 7.0 9,4 6.0
8th GTrade .eeeeesersssscsssssscse 9.7 12,1 10.4
1 = 3 years High School seseeceese 21,8 24.5 19.4
4 yecars High School ceeessesccnes 39,2 33,2 44,3
COLle8E cesossovsssssssssssscrons 22.3 20.7 19.8
ved{an,Years Complated seeecerone 12.3 12,1 12.3
NEGRO & OTHER RACES
Total = NUmber seceecscecscsasine 254,000 118,100 81,500
POTCONE sooscosccssssssessostosce 100.0 100.0 100.0
Less than 8 eeeecesssssccessronce 13.4 21.3 9.9
8th GTrade seeessesssssssssscscrce 8.4 12.1 7.9
1 = 3 years High School eeeeeccns 28.6 27.5 28.8
4 ycars High School-ceessssscscee 35.5 27.3 373
COL1eER ceveoessssvssecssscescsne 14.2 11.8 1541
12.0 10.8 12,1

~ Median Yeara Completed cevencesesn

* The sum of the individual items way not equal the votal due to. round’ng.

Source: Poverty - The Broad Outline, Detroit, Urban Employment Survey No. 1,

Detroit, U.S. Department of Labor, Bureau of labor Statistics, iWorth Central

Region, PP, L3,
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In the Survey area, Table XXI, nearly three-fifths k58.8 percent) of
the white wvorkers 18 years old and over and .two-thirds of the Black workxers
had less than four years of high school. About one-fourth of both white anc
Black workers each had 4 years of high school, (26.3 percent of the whites and
26.8 percent of the Blacks). Fifteen percent of the vhites had some college
compared to 8.2 percent of the Black workers.

Two-thirds (66.7 percent) of the white males 25 years old and over have
less than 4 years of high school. By comparison, three-fourths (74.2 percent)
of the Blacks has less than U years of high school. Slightly over one-fifth
(22.6 percent) of the white males and about one-fifth (19.1 percent) of the
Black males had b yerrs of high school.

Nearly three-fiiths (57.5 percent) of the white females 25 years of age and
about two~-thirds (6L.6 percent) of the Black females have less than b years of
high school. Roughly one-fourth cf both groups each had U years of high school,
25 percent of the whites and 26.5 percent of the Blacks. The. proportion of
white females with some college is double that of Black females, 25 years old

and over, 17.5 percent of the whites and 8.8 percent of the Blacks.
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Table XXI Educational Attafnment of Civiiian Lahor Porce in
Dotroit Survey Area and Entire City by Age, Sex, and hace,

July 1968 - June 1969,*

Detroit Survey Areca

' : Both ScXes Malecs : Pewales

Educational Level 18+ 25+ ) 25+
Total = Number sesisssssssesssss 52,700 27,000 15,300
PCrCENt seseosssssssssssssssssee 100.0 100.0 J100.0
Less than 8 sesssessssssesssscee 19.3 27.0 15,4
8th Grade sessssssssssossssscsee 11,9 14,4 1245
1 - 3 years High School seeeee 32.0 30.0 36,2
4 years High School seeevsssseee 26.5 20.4 2643
COL1CSE essesosssssssssccnscsnse 10,2 8.1 10.5
Median Years Completed secececes 10.8 9.8 10.8
WHITE ,
Total = NUTDAT sesssesesssesssss 16,000 9,300 4,000
PErcent sesssssssssesisosscosece 100.0 100.0 160.0
Legs than 8 sessesscssrsscccccne 16.3 20.4 15.0
Bth Crada sssessssssrcsssssesoce 15.6 18,3 15.0
1 « 3 years High School seeees 26,9 28.0 27.5
4 years High School sessessesece 26.3 22,6 25,0
COLLlEER seesessssssessoscscccans 15.0 10.8 17,9
Median Years Completed cosececcoe 11.1 10.2 11.2
NEGRO & OTUER RACES
Total « Nurber sssssscccsccccccs. 36,700 17,700 11,300
PICCANE sovessssssssssassosscone 100.0 100.0 10¢.90
Less than 8 eessesssscssasessoce 20,5 30,9 6.3
8th Grade .seseesssssssssscnsscnse 10.4 12,4 P
1 - 3 yeara High School ceccee 34.2 30.9 3643
4 years High School sceeseccsece 26,8 19.1 26,5
COllEEE csivsecssscsarsasssocsces 8.2 6.7 8.3
Hadian Years Completed seseescee 10,7 10.8

% The sum of the individual items may not equal the

Source: Poverty - The Broad Outline, Detroit, Urban Employment

Detroit, U.S. Department of Labor, Bureau of Labor Statistics,

pp. k2.

-

total due to rounding.

Survey, Report No. 1,
North Centl Region,
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Taxes - State and Local

State and local taxas are taking' a larger proportion of Michigan's
adjusted disposable income (This means personal income less personal taxes
and non-tax payments plus local and state personal income taxes). Taxes
as used here includes all state taxes, local property and local income taxes.’
As Table XXII indicates in 1959, local and state taxes as a part of disposable
income was Just under 10 percent, The percentage began tc increase in the
early 1960's. 1In the mid 1960's as a result of high levels of economic activity
personal income increased at a faster rate than taxes. Accordingly, the tax
share of income declined in the years 1964-1966., 1In 1967 the tax increases
outpaced income gains. The average annual growth rate for adjusted dispossable
income during the l0-year period was 6.6 percent whereas state and local taxes
increased on the average of 9.5 percent annually, During the decade adjusted
disposable income increased 90 percent compared to 115 percent gain in local

taxes and 180 percent rige in state taxes.

TABLE XXII

MICHIGAN STATE AND LOCAL TAXES IN RELATIONSHIP

TO DISPOSABLE INCOME 1959 - 1969

Fiscal Year ' Taxes as a Percent of Disposable Income*
1959 9.9 percent
1960 o 10.5

1961 ' me

1962 - . 11.0

1963 11.3

1964 10.8

1965 ' 10.5

1966 10,k

1967 v ' ' 10.6

1968 o | 1.7

1969 12.9

*Adjusted to include state and local income taxes

SOURCE: Michigan Be)l Business Trends - November, 1970
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Poverty Index

Mr. W. E. Vredevoogd, Rurel Manpower Center, Michigan State University,
has constructed & poverty index for Michigen counties as shown in Table ZAIII.
The index represents fcur differenct measures of poverty: (1) The percentage
of each county's population earniang less than $3,000 annually, (2) the perceat
of the labor force currently unemployed, (3) the percent of the population with
four or less years of schooling, (L) the percentage of homes and dwellings in
disrepeir. In constructing his index, he used 1960 data or celculations based
on these data. The index was constructed in such & way that a high score would
indicate high levels of poverty. The counties with & high poverty index generally
are located north of a line from Muskegon to Bay City vwhich are primerily rural.

The counties with a low poverty index are located in the southern pert of the

State where the bulk of the State's population resides in urban areas,
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TABLE XXIII Poverty Indox Scores for Michlgan Counties*
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Rank County Scoro Rank Counzy Score
0l Macomb 29.9 . 43 Lapeer 73.2
02 Oakland 30.4 44 Dlckinson 75.2
i 03 Calhoun 36.5 45 Errot 75.5
F 04 Ottawa 37.1 T 46 ¥anistce 76.0
l 05 Kent 37.2 H 47 Menom!ineo 76.8
R 06 Katlamazoo 37.4 | 48 Presgue Isle 77.6
S 07 Ingham 37.5 R 49 Van 2uren 72.2
T 08 Wash+tenaw 38.9 D 50 Mason 79.4
09 Genesoe 41.6 51 Montcalm 79.8
Q 10 Mldland 43,0 Q 52 Gogebic £0.6
(V) 1 Berrion 43,1 U 53 Otsago e2.1
A 12 wayne 45,2 A 54 Iron €2.3
R 13 Muskegon 46.4 R 55 Leolanau 84,0
T 14 St. Clalr 47.9 T 56 Rosccremon 87.7
! 15 Jackson 48.6 ! 57 Oceana 87.8
L 16 Saginaw 49.0 L 58 ‘Crawford €8.5
E 17 Eaton 51.8 E 59 Chippewa 89.3
18.5 Shiawassee" 52.4 60 Missaukee 69.8
18,5 Bay 52.4 6l Osceola 9.
20 St. Joseph 52.8 62 Nowaygo 91,5
2| Clinton 55,1 63 Cheboygan 9.6
22 Eenzie 65.0 64 Antrin 92.0
23 Monroa 57.1 65 Mecosta 93.7
24 Allegan 57.3 66 Arenac §5.0
S 25 lonla 60.6 F 67 Sanllac 95.4
E 26 Livingston 60.8 (o} 68 Gladwin 96.3
c 27 Charlevolx 62,2 u 69 Mackinac §6.7
0 28 Lenawoe N 63.3 R 70 Houghton 97.2
N | 29.5 Cass 63.6 T 71 Oscoca 99,2
D | 29.5 Alpena 63.6 H 72 Ontoragon 99.4
31 Grand Traverse 63.9 73 Schoolcratt 99.6
Q 32 Barry 64.8 Q 74 Clere 102.6
U 33 8ranch 66.4 4] 75 Koweenaw 104.2
A 34 Huron 67.4 A 76 Alcona 104.9
R 35 Marquette 68.2 R 77 Luce 106.0
T 35 Hillsdale 68.3 T 78 Kalkaska 107.5
! 37 Isabella 68,7 ! 79 Alger 109.9
L 38 Tuscola 70.0 L 80 Ogemaw 1.6
E 39 losco 70.4 ‘E ‘81 Vontmorency 115.1
40 Gratiot 71.6 82 Baraga 126.4
41 Wextord ‘71,9 83 Loke 129.5

42 Delta 72.9 :

*Prerared from [960 consus data by W. E. Vredevoogd. The index conslsts .

of the sum of 4 percentages, § oarning $3,000 or loss, § uncmploysd, % funce

tionally 1lllterate, & housas In bad repair.

thus 4 X 1008 = 400,

Highost possible score Is

Source: Rural Poverty in Michigan, Report No. 21 - Nov. 1970,
W. E. Vredevoogd, Rural Manpower Center, Michigan State University, pp. 20.
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Welfare Cases

Another social indicator is the number of individuals on AFDC
(Aid to Families with Dependent Children in Michigan). The numbter of ;
cases and the number of children receiving such assistance has increased
significantly during the Years 1960-1971. In 1960, the average monthly
number of cases was 26,580 involving 69,249 children. By 1971, there
were 101,039 average (monthly) number of cases with 279,487 children.
Thus in this twelve years the number of casés increased 295 percent
while the number of children receiving assistance rose 303 percent.

(See Table XXIV.)
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TABLE XXIV

NUMBER OF AID TO FAMILIES WITH DEPENDENT CHILDREN (AFDC)

MICHIGAN FISCAL YEARS 1960 -~ 1971

Average (monthly) - Average number

number (monthly)
Fiscal Year * of cases _of children
1960 26,580 . 69,249 '
1961 27,481 72,593
1962 31,763 ,‘ 8k,093
1963 33,301 : 89,3;8
1964 : 35,067 98,002
1965 39,722 119,500
1966 38,328 117,114
1967 38,477 119,643
1968 ' 44,780 138,449
1969 50,49k ~ 153,576
1970 64,696 190,025
1971 101,039 279,487

Source: Department of Social Services, State of Michigan

Student Enrollment

The racial and ethnic compositiqn of the state's populaﬁion is reflected
in the enrollments in the public schools. 1In both school years 1968-1969 and
1960-1970, the proportion of vhites, Blacks, Spaaish surnames, and Indians
remained about the same. As indicated in Table XXV  below, whites acéounted
for 85 percent of the enrollment, Blacks 13 percent, Spanish gurname 1.3
percent, and Indians 0.2 percent.' The number of Spanish surname students
increabed 13 percent during these two years, from 24,933 to 28,051. Although
Blacks represent 11.2 percent of the State's Population, 13.2 percent of public
sctool enrollment in 1969~70 was Black.

g
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TABLE XXV

RACIAL - ETHNIC ENROLLMENT

MICKIGAN PUBLIC SCHOOLS

1968 - 1970
1968-69. 1969-70 Chenze 19€8-70
number  percent number  percent nuzber percent
Spanishesurnamed 24,933 1.2 28,051 1.3 3,118 12.5
Negro 274,272 13.3 283,219  13.2 8,947 3.2
" Wnite 1,152,047  85.1 1,821,621  85.0 69,574 3.9
Azerican Indian 4,499 0.2 4,857 0.2 358 0.8

Source: School Racial-Ethnic Census, 1969-70. Michigan Department of Education.

69-828 O-72-pt. 19A—6
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Title I Fligibility

Another rough measure of the socio-economic status of Michigan is the
number of eligible students under Title I programs (Elementary and Secondary
Education Act of 1965 as amended). In 1971-T2, according to the Michigan
Department of Education, public school enrollment ig estimated to be
2,209,137 students (24.8 percent of the 1970 population census.) Of this
number 232,651 students or 10.5 percent are estimated to be eligible for
Title I programs, The mJofity of ihese students are concentrated in the
major cities of the State, For example, Detroit has 85,600 eligible students
or 37 percent of the State's total.

The estimated number of students eligible for Title I programs in Michi-
gan is determined as follows: (1) Children in AFDC families receiving. more
than $2,000; (2) Using 1960 census data, the number of children in ramilies.
with incomes less than $2,000; (3) ALl children in foster homes; (k) ALl
children in institutions served by the public schools such as orphanages,
The school districts determine which children in their ciistricts are eligidle
to participate using the above criteria. The annual family income maximum
used is roughly $6,000. Although the number of students can be estimated, nc
data are available as to the number of families represented by the total number

of eligible students.
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Tstimated Expenditures for Public Education

Table XXIV shows the estimated expeditures for public elementary and
secondary education for the United States and Michigan for 1968 and 1959.
For the United States as & whole, the expenditures per pupil were $750 'm
1968 and $834 in 1969, a gain of 11 percent. In Michigan, the expenditures
rose from $782 to $821, an increase of 5 percent. On the average, the
country is spending more per pup:!.l than is the State of Michigan.

In 1968, the nation'f:pent- l0.‘{‘{'per:ceut‘.lof its personal 1néon}e for

elementary and secondary education and 4,93 percent in 1969, a gain of 3.4 per-

cent.

In Michigan by comparison, the expenditure as a percent of percent of

personal income rose from 4.85 percent to 4.95 percent, & gain of 2.1 per-

cent. The data show that the gap between expenditures as a percent of

personal income for the country a&s a 'vhole and Michigan narrowing appreciably

between 1968 and 1969, from & difference of .08 percent to a difference of °

.02 percent.

TABLE XXVI

ESTTMATED EXPENDITURES FOR PUBLIC ELEMENTARY AND SECONDARY EDUCATION,
: U.S. AND MICHIGAN, RELATED TO NUMBER OF PUPILS IN AVERAGE DAILY
H ATTENDANCE *ND PERSONAL INCOME: FISCAL YEARS 1968 and 1969

" Total : Expenditures pe'r Expenditure as
Expenditures Pupil in Average A Percent of
(thousands) Daily Attendance Personal Incore
1968
u.s. 31,511,051 - $750 , : L.77
Michigan 1,510,000 $782 4.85
1969 .
u.s. 35,511,170 $83k 4.93 %
Michigan 1,647,000 $821 4.95 ;
i
B} SOURCE: Economic Report of the Governor, Michigan, 1971, page 161
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Irplications of the data for Public Education:

1. The 1970 population data show a groving Black population, especially
in the urban areas. This suggests that the prodblems of desegre-
gation in the pudlic schools vwill become accentuated especially i
in viev of the continuous out migration of whites froz the central
city to the suburbs. The State Department of Education must
assume its general leadership role as provided in the State's
Constitution in provi.ding high quality equal educational oppor-
tunity.

2. The 1970 population data show that smaller urban cities in the

southern part of the state have experienced significant increases

in Black population. This suggest the need to expand in-service
training programs for the teaching staffs of those districts in
the broad area of sensitivity and avareness. ‘

3. The relative large proportion of workers both white and Bluck
with less than & high school diploma suggest the need for rore
relevant educational programs that will reduce the nucber of
school dropouts, estimated to be 50,000 in 1970. The problex of

‘ school dropouts in Michigan is further complicated by in state

f migration of families with children particularly froz the 3outh
and Southvest. For example, the number of students with Spanish
surnames, vhile small as a percent of the total student enrollment
( is groving,.at least some proportion of this 'group of students are
! dropouts from the migrant stream. ‘Much more attention must Te

given to the educational problenig of the Spanish surnare studerts.

vho must adjust toamewsocial environment in Michigan.
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4, School districts in sparsely settled aress, especially in both

the Northern part of the Lower Peninsula and in the 'dpper Peninsula

[ VUL SRS

Just do not have the economic base to generate sufﬁcien{: incozes

ate

to provide quality education for their students. Steps must be
taken to revamp the current method of financing public education
which relies heavily on property taxes. The tax base, in too
_ many instances, is & function of history and geography.
5. The rising proportion of adjustable personal income going for
taxes may account for the growing number of instances vl':ere pro-
perty owners have rejected increases in milleze to support their

district school systems. The opportunity to make their collective

voice heard is limited so where and when they can exercise their
ballot they do so. As noted above, nev veays to finance public
education must be instituted.
6. The declige in self-employment and the grovth in the proportion
of wage and salary workers underscore the importance of the Job
economy. In Michigan and in the nation, self-employment has been
declining, while ;orking as an employee in business, industry and
government has been steadily increase. As a result, Ve have
. : " become & pation of employees. In Michigan in 1960, 89 perceat of
the non-farm labor force was composed of employees and by 1970,
the porportion of employees was 92 percent. Consequently, the .
job has become the most important economic activity in the lives of
most Americans because it is the Jo’tg vhich provides the central'

means of earning income, income to pay taxes to support the public

SN g e gy 3 -

education System. This development puts into sharp focus the need
to have students who can read, write and do arithmetic well. These

are basic skills which can improve the employability of students,

[
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"riost of vhom will eventually enter the world of work. The public

school system must take this important fact in consideration in
curriculum development and emphases. »

The changing nature of employment from goods producing to services
suggest the need for more emphasis on social and interpersonal
skills in school curriculum as well as on the three R's.

Since Michigan' is a high wege paying state, it nn._lst be recognized
that newcomers (Blacks from the South, farmworkers dropping out of
of the migrant stream) to the state may have their income increased
significantly due to mloMt in high paying but relatively un-
skilled jobs. Consequently, federal guidelines for compensatory
Programs may negate participation of those school districts which
need special remedial proeram; but whose family incomes disqualify
them. There is thereforé need t0 develop guidelines for Federal

programs which use other criteria in addition to income.

In cummary vhe socioe-economic indicators can serve as a useful
guide for the public, the legislature, school boards, school

administrators and teacning staffs to analyze their state or local

- school systems. Analyses standing alone are not enough. Anzlyses must

lead to action vhicl; will result in a> public school syste.i which
meets the needs of fhe. students and the society of whicl; they are a
part. In the fina.l analyses the ultimate indvicator is the degree
to which the student can find a u;ei‘ul and Xeaningful n.ne for

himself.in the .spciety.
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‘The next witness will be Mr. Robert McKerr, associate superintend-
ent for business and finance, Michigan Department of Education.

Mr. McKgegr. Thank you, Mr. Chairman. I, too, will not attempt to
read my statement.

Senator MonpaLe. Your full statement will appear in the record* as
though read, but I wish you would stress those points you think need
emphasis here.

STATEMENT OF ROBERT McKERR, ASSOCIATE SUPERINTEND-
ENT, BUSINESS AND FINANCE, MICHIGAN DEPARTMENT OF
EDUCATION

Mr. McKgrr. I will be happy to do that, Senator. I will quickly try
to do three things. First of all, to provide you with an overall financial
frame of reference as it relates to educational finance in Michigan.

Secondly, to very briefly describe the Michigan system of State
school aid and then thirdly, to explore the State’s future role in the full
funding of K-12 education.

I think the first point I’d like to make is that in Michigan the pri-
mary responsibility for publie education rests with State government
and this 1s made very clear in article 8 of the Michigan constitution.

FiNaNcIAL. FRAMEWORK OF EDUGCATION

Let me give you a few figures to try and set the framework.

In Michigan we have 620 operating school districts, of which ap-
proximately 530 are IKX-12 districts. The balance are primary school
distriots operating less than a K-12 program. -

In 1969-70, the 620 operating districts spent over $2,087 million, and
this 1s double what was spent 7 years before when the total was a little
over 1 billion dollars.

Senator MonpaLE. The expenditure has doubled ?

Mr. McKErr. In 7 years, yes, sir.

Se;lator MonpaLe. What is the average per pupil expenditure that
year? , ‘

Mr. McKEerr. 1969-70—$726.

Senator MonparLe. What was it 7 years before?

Mr. McKEerr. I don’t have that right at my fingers, but it would be
roughly half the 1969-70 figure. .

Senator MoNpaLE. So what was the inflationary impact in the last
7 years, do you suppose ¢ Something like 50 percent ? :

Mr. McKEerr. I suppose. L

Senator MonpaLe. In any event, it’s clear that the spending in-
creases of the schoolchildren of Detroit have been affected by inflation.

Mr. McKEerr. There’s no question about that. The figures I gave you
were for all education at K-12 levels, not just operating ﬁ?lt ebt
service and building. . o

But of the $2 billion, $1,688 million was for operation. One of the
things I’d like to point out is the property valuation variations in the
State of Michigan, where we have some districts with a State-equalized
valuation of as low as $2,000, and some with more than $72,000.. -

*See prepared statement on p. 9467.
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If you will take a look at tible I when you have an opportunity,
I have listed the 10 highest SEV districts in the State, and the 10
lowest, and you can check the per pupil expenditures of these two
groupings. In the case of one high valuation district—Dearborn—it’s
almost double the Holton Public School District, and yet their general
i)pe]rating tax levy is approximately the same, Dearborn being slightly
ugher.

I should point out that the Forsyth and Rudyard School District
are federally impacted areas, so although they have low valuations,
they receive substantial amounts of Federal aid because they are
impacted.

Taxes ContINUE To Rise

Michigan school districts, in an effort to meet the ever-rising cost,
have continued to raise their local property taxes. For example, in
1965-66, the average statewide operating rate was 17.5 mills. In
1969-70, 23.5, and last year it increased to 24.75 mills.

So you can see that districts are having to continue to raise their
local property tax in order to meet the increased cost of education.

We are finding problems in Michigan, because of an increasing
resistance on the part of local property taxpayers to pass a higher
millage rate. For example, in 1970-71, there were 603 operation
millage elections, and 229 or 38 percent were defeated.

I have to say, in honesty and candor, in most instances the school
districts will go back to the voters a second, third, or fourth time,
and finally secure some additional operating money.

So I don’t want to leave you with the thought that 38 percent of
the school districts in the State, or anything of that nature, did not
secure additional operating funds.

Another indication of the kinds of financial problems Michigan has
is that in 1969-70, 70 school districts ended the fiscal year with a gen-
eral f:und equity deficit that totaled approximately $9 million. This is
an equity deficit, which means that actually, on their balance sheet,
their lia{;i]ities exceeded their assets, and this is not to be confused
with a deficit budget, and in my opinion is an even more serious
matter.

I also would like to point out that during the last 10 years, the
State has not stood still in its efforts to provide u,dditionaffunds to
local school districts. For example, during that period—and this is in
table 2—the State has increased State school a1d to local school dis-
tricts for operations from $322 million to $684 million, or an increase
of 112.4 percent. _

And during the same period of time, the pupil membership in the
State has gone up only 29.1 percent. Yet the truth of the matter is
that the State’s share of genernl fund operations has actually dropped
in this period in percentage terms, from 52.7 percent to 43.5 percent.

In other words, the general fund operating expenditures of the
school districts have increased 157.2 percent during this same 10-year
period. This is one of the real frustrations we have at the State level,
the legislature continues to appropriate State funds, and yet our per-
centage of total participation continues to go down.

And in addition to the appropriations for State school aid for op-
eration, the State assumes the employers share of retirement and

-
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Social Security. This has increased substantially during this period
from $38.5 million to over $149 million for 1969-70. For the current
year, the cost of retirement and Social Secwrity is estimated to be $209
million.

MiciicaN SysTEM oF Scioor AIp

I am not going to take a great. deal of time on the Michigan system
of State school md. It's very similar to systems in other States.

We have what we call a basic membership formula, which attempts
to equalize revenues between so-called high valuation and low valua-
tion districts. It's n two-part membership formula, with a gross allow-
ance for the A formula of $559.50, with a deductible factor of 14 mills,
which is applied against the district-State equalized valuation and
subtracted from this and gives a net membership. The B formula has
a gross allowance of $661.50, with a deductible factor of 20 mills.

There are some examples shown as an exhibit in my statement,
which you may want to look at.

But “frankly, there are three problems with equalization. First of
all, in the 1970-71 State School Air Act, the legislature added what
we call a grandfather provision to the membership formula which
says in effect that a district shall receive a net membership allowance
no smaller in 1970-71 than it received in 1969-70.

So. this had an effect of freczing a large number of primarily high
valuation districts at the net membership allowance of the previous
year, even though they may have had a substantial increase in local
ability to raise taxes.

So that is one factor that tends to unequalize it, if you will.

The second factor in school districts can levy additional millage
in Michigan. Even if you have equalization in the formula, high
valuation districts can raise more money at the local level thau can
low valuation districts with the same millage levy.

Third, Michigan has several with categorical programs, and we
find that the high valuation districts are betterr able to participate
in most of our categorical programs than the low valuations because
there are matching provisions. So overall, there is quite a disparity.
I am not going to say anything about the compensatory education
program primarily because M. %ﬂdmonds did, and I understand Dr.
Kearney will be testifying next week on this subject. I am sure Dr.
Kearney will have something to say about the compensatory educa-
tion program.

However, let mo answer one question you did ask Mr. Edmonds,
and he was unable to answer. If the existing section 3 program were
fully funded, that is all students below the 15th percentile, it would
cost $38 million, as compared with an appropriation of $23 million.

Michigan has a municipal overburden section, as many urban
States do.

Last, let me just say something very briefly about what is hap-
pening in Michigan in K-12 educational financing today.

There has been recently a strong movement in_the State toward
full State funding. In 1968, Michigan completed a comprehensive
school finance study entitled “School Finance and Educational Op-
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portunity in Michigan,” under the direction of Dr. J. Alan Thomas
of the University of Chicago.

This was 3 years ago. And in the study, Dr. Thomas presented four
basic formulas for possible use in State-aid distribution.

ForyuLas For A DISTRIBUTION

All of these formulas involved a local contribution. Dr. Thomas
did identify the possibility of going to a statewide property tax, and
identified this as a radical approach. Three years ago it was a radi-
cal approach, but today there is great movement in Michigan to go
be on({) this approach.

%‘or example, the State board of education has directed the staff
to develop a formula that would provide full State funding. The
staff has I(ieveloped two conceputal papers on this subject, one relat-
ing to the revenue aspects, and the second relating to State-aid dis-
tribution.

In addition, the Michigan House of Representatives adopted House
Joint Resolution GG, several weeks ago, which is a proposed con-
stitutional amendment, that is now in the Michigan State Senate.

This particular amendment, if presented to the people, will give
the citizens of Michigan an opportunity to vote on the question of
abolishing the property tax at the local level as the primary source of
financing education at the local level, and secondly, removing the
prohibition against a graduated income tax at the State level, which
currently is in the Michigan constitution.

The State board of education officially has gone on record support-
ing this particular resolution, and as I said, it has passed the Michigan
House. '

Local educators in Michigan, to a large extent support full State
funding of K-12 education. They have developed their own plan. It is
called the equal quality plan. Many of the educational groups in
Michigan support this plan. This provides full State funding, and is
a classroom unit plan, but as I say, it does involve full State funding
with some minor local levies for what are identified as enrichment
programs. 4

Last is the most recent joint action of the Governor and the at-
torney general to file suit in the circuit court of Ingham County,
challenging the legality of the property tax as currently utilized for
purposes of financing public school education in Michigan. It is ex-
pected that the Governor, with the special constitutional power he
has, will ask the supreme court to take jurisdiction in this particular
case. And it is hoped by some people that the supreme court will issue
an opinion before the beginning of the 1972-73 school year.

Senator, with that I will conclude my remarks.

Senator Moxpare. Michigan is a fairly typical State insofar as pub-
lic school support is concerned with a system of State aid, but prin-
ci{)lallly a system which depends upon real estate taxes to support
schools. c e

In fact, in your testimony you say over the past decade the percent-
age of school costs carried by local school taxes has actually increased ?
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PERCENTAGE oF Costs INCREASE

Mr. McKerr, That’s right.

Senator MoxpaLE. What increase, all costs, including building
costs? ,

Mr. McKerr, Well, I can’t quite answer that, Senator, I can say
this, that 10 years ago, the State paid roughly 50 percent. This is just
of the operating costs, and this has dropped now to 41.5 percent.

Senator MoxpaLE. So there has been a 10-perecnt drop in State
assistance for the cost of operating local schools?

Mr. McKerr. That's correct.

Senator MoxparLe. And this has increased the percentage supported
by local real estate taxes as a result?

Mr. McKerg. That’s correct.

Senator MonpaLe. What, percentage of local operating costs and
building costs are now paid for out of local real estate taxes?

Mr. McKerr. What percent of total cost.?

Senator MonpaLE. Yes. If you have that.

Mr. McKegr. It’s about 61 percent, Senator, of total cost.

Senator MonpaLE. So that today in Michigan—and I think the dif-
ference between building and operating costs is sort of artificial; the
costs have to be paid—only about 39 percent of costs of operating
schools in Michigan are paid for by State aid ?

Mr. McKerr. State and Federaf,Government; that’s right.

‘Senator MoNpare. So then one must look to the real estate valua-
tions of a particular district to see its capacity to generate revenues
for the schoolchildren of that district.

‘And what are the extremes in real estate valuations by school dis-
tricts, based on per-pupil valuations? :

Mr. McKerr. We go from as low as $2,000 to over $72,000. Although
1 do have to say that the $2,000 areas are federally impacted areas, and
maybe $4,000 or $5,000 would be more realistic. .

Senator MonpaLE. But you have districts which have a valuation of
$4,000 or $5,000 per student, and you have other districts in Michi-
gan which have valuations of $70,000 or more per student?

Mr. McKerr. That’s right.

Senator MoNDALE. ‘And then in Michigan you have the privilege of
asking the citizens to vote whenever your miﬁ,age level exceeds what—
207 ’

15-Miir Linrr

Mr. McKerr. No. In Michigan we have a 15-mill constitutional
limit that is allocated between counties, townships, and school districts,
and in most school districts they have 7 to 9 mills allocated. So any-
thing above what is allocated must be voted on. o .

Senator MonpaLE. But in addition to low allocation, the low school
district arrives at the point where it is privileged to go to the voter
and ask for a tax increase sooner than the rich district?

Mr. McKerr. Right; and for more millage, too. - ‘

Senator MoNpaLE. And that is not an insignificant barrier, is it ?

Mr. McKEerr. Noj; it is not. ' . ‘ S

Senator MoxpaLE. I think you pointed out that nearly 40 percent of

enes T u

the bonding measures were defeated. What has this meant in terms of
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difference on per-pupil expenditure? What does the highest school dis-

trict spend per pupil in Michigan? What does the lowest?

Mr. McKerr. In 1969-70, the highest spent approximately $1,250.
And the lowest would have been around $500.

Senator Moxpare. $1,250% And the lowest?

Mr. McKEgr. $500, or $550.

Senator MonpALE. What was the average ?

Mr. McKerr. $726.

Senator MonparLe. So that in Michigan, last year, some school ais-
tricts were spending $500 more than the average?

Mr. McKerr. That’s correct.

Senator MoNpALE. Some were spending about $200 or $250 less than
the average?

Mr. McKerr. That’s correct. .

Senator MonpaLe. Or a spread of nearly $700 per student between
the highest spending school and the lowest spending school.

Have these differences increased as the percentage of State-aid has
fallen off ?

SpENDING DIFFERENCES INCREASE

Mr. McKzrr. I think they have, Senator.

Senator MoxDALE. So in terms of inequality of support, those dif-
ferences have become greater, as State aids have fallen off as a per-
centage of operating costs?

Mr. McKerr. That’s correct. And as we have introduced such things
as the so-called grandfather provision.

Senator MownpaLe. This is rather typical, too, of State-aid
programs?

Mr. McKerr. Right.

Senator MonpaLE. What is the average expenditure per pugil in the
city of Detroit ?

Mr. McKErr. $756.

Senator MonbaLE. So that is just above the average?

Mr. McKerr. A little above it, correct. : '

Senator MonpaLe. Where are the high spending districts to be
found, those $1,000 and above?

Mr. McKerr. Primarily in the suburbs around Detroit.

Senator MonpaLe. The wealthy districts ? ‘

Mr. McKErr. Yes.

Senator MonpaLe. Where are the lowest spending districts the $500
and $600?

Mr. McKerr. In the upper peninsula and the northern part of the
lower peninsula. ‘

Senator MonpaLe. These are mining areas? Cut off timber areas?
Marginal farm areas?

Mr. McKERr. Yes. , ,

Senator MoNpaLe. Similar to our situation in northern Minnesota.

Mr. McKERr. I think that’s true. o

Senator Monpare. If you took a class of, say, 20, in the rich district
that spends $1,250—or, say $1,200—that works out to $24,000 spent in
that classrcom in a single year.

_ Considering the difference in public spending for education in Mich-
igan, you can go to the lower school district and they will spend ap-

8
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proximately $11,000 a year on a class of 20 children. You can go to the
richest district, and they will spend $24,000 a year on 20 children, or
a difference per classroom of something like $13,000.

Is that correct?

Mr. McKErr. Your arithmetic sounds correct, Senator; yes.

Senator Monpate. Certainly that is inequality of financial support,
wouldn’t you say?

Mr. McKerr. I would have to agree with that.

Senator MoNDaLE. Wouldn’t you say that the most money is bein
spent precisely where the most advantaged children are to be found

Moxey GoEs To THE ADVANTAGED

Mr. McKerr. I think generally this is true. There are exceptions.

Senator MoNDaLE. Are these upper-middle-class areas?

Mr. McKERR. Generally, with a few exceptions, this is true.

Senator Monpare. These are the same families that can afford de-
cent health care and fine housing and other kinds of assistance for
their children, are they not?

Mr. McKERR. I think generally this is correct.

Senator MonpaLE. And the poorest districts, that is, the districts
in which the least is spent, are the same districts where the family
income levels are least able to take care of the children’s other needs.

Mr. McKERr. I am not quite sure that that is as clear, because we
are talking about a geographic difference here.

Senator MoNDaLE. $756 was Detroit ?

Mr. McKEeRrr. That’s correct.

Senator MoNpace. Doesthat include all kinds of Federal assistance?

Mr. McKERR. Yes. .

Senator MonpaLe. Within some of the ghetto schools you have
some concentration of programs, don’t you?

Mr. McKERR. Yes. ,

Senator Moxpace. How high do those spending levels get?

Mr. McKERR. Ido not know.

Senator Monpare. When you get back, will you send us information*
on two or three ghetto schools where they have concentrated Title I,

and maybe Section 3, and tell us how high the spending levels get?

Mr. McKkERr. Certainly.
Senator MoxpaLe. Thank you very much.
Mr. McKErr. Thank you, Senator.

PREPARED STATEMENT OF ROBERT N. McCKERR

INTRODUCTION :

Mr. Chairman, and members of the committee, on behalf of the Michigan Sta
Board of Education and the Superintendent of Public Instruction, I am pleased
to have this opportunity to discuss school financing in Michigan. N'he purpose of
this presentation is to do the ‘ollowing three things: '

(1) To provide you an overall financial frame of reference as it relates to
Michigan K~12 educational finance,

(2) To describe the Michigan system of state school aid, and

(3) To briefly explore the state’s future role in the funding of K-12 education.

In the public sector, the federal, state and local levels of government share in

*See Part 19C. Appendix 1.
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the responsibility for financing edueation. In Michigan, the primary responsibil-
ity for all forms of public education rests wiih state govermment. This is pointed
out in the second section of Article VIII of the Michigan Constitution which
reads as follows:

“The Legislature shall inaintain and support a system of free elementary and
secondary schools as defined Ly law. Every school district shall provide for
education of its pupils without diserimination as to religion, creed, race, color
or national origin.”

Based on this section, Michigan has developed 2 dual system of financinl sup-
port for K-12 education which is the general practice in most states of the
nation. However, more and more pressure is developing for the state to assume
the cost now horne by 1ocal school districts.

I MICHIGAN PUBLIC §CHOOL FINANCIAL PICTURE

Clearly, there are many challenges facing education including the financial
crisis confronting the 620 operating school districts in Michigan, The most over-
riding challenge is the urgent necessity to eliminate the existing disparity in
per pupil educational expenditures. This is not to say that our goal should be
an identical per pupil expenditure throughout the state. There are special needs
of children in areas such as special education, compensatory education and
careereducation that must be met. )

This financial crisis represents a clear and present danger to the lives of
thousands of school youngsters, to their parents, to the political stability and
economic prosperity of the entire Michigan community, and to the good reputa-
tion of the state.

Often one's fellow citizens. confronted with other problems, both public and
personal, do not have the facts and figures relating to many public issues. One
of my purposes this morning is to identify many of the facts and figures that
trouble all-of us and that have led informed people to describe the present state
of affairs as “the financial erisis in Michigan public education.” )

At the present time, there are 620 operating school districts in Michigan with
an estimated enrollment of 2,214,000. The total operating capital outlay ex-
penditures for all districts in 1960-70, the last year for which we have figures,
represented an investment of $2,087,200,354, having grown in seven years from
$1.002.447.999. '

These districts depend basically, upon three sources of funds for operating
purposes. In 1969-70, the state contributed almost 40.5 cents of every dollar for
operation; the local district 55.5 cents; and the federal government, 4.0 cents.
The school districts raise almost all of .their revenue from property taxes.

The property valuations in the 620 districts vary considerably, ranging from
approximately $2,000 per school child to more than $72,000. This results in sig-
nificant inequalities in educational expenditures as is shown in.Table 1. High
valuation districts with relatively low operating levies are able to expend con-
siderably more per pupil than are low valuation districts, The Rudyard School
District is an exception because it is a federally impacted area and received
$299.73 in per pupil revenue in 1969-70 from the federal government, ‘

The Michigan Constitution provides, with some important exceptions, that
millage rates beyond 15 1nills have to win the approval of the voters. The 15
inills are divided amnong the school districts, counties and townships. In most
cases, the schools have an allocated millage of seven, eight, or nine mills. To
obtain additional revenue, school boards have to submit the issue to the voters.

In 1909-70, the average millage levied for operating purposes was 23.5. Three
years hefore, the figure was 17.5. For 1970-T1, this ficure was 24.75. Even in the
school districts that have a property valuation above the statewide average, con-
siderable voter resistance is encountered when it has become necessary to in-
crease the millage rate. .. . . . .

The scliools have to have buildings and this financial responsibility rests
almost exclusively on the local districts and the property tax. Most commonly
the property tax is iised to repay bonds that have been sold to finance buildings.

‘When one 1ooks at the combined figures for operations and for buildings, he
finds that by far the greatest burden falls on the local districts. In 1969-70, for
every revenue dollar, the district contributed 61.0 cents; the state 35.7 cents;
anad the federal governinent, 3.3 cents. o .
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TABLE 1.—THE 10 HIGHEST AND LOWEST K-12 SCHOOL DISTRICTS IN MICHIGAN RANKED ACCORDING T0 STATE
EQUALIZED VALUATION PER STATE AID MEMBERSHIP 1959-70

Net operatin )
per pupi Milage rate  Debt retire-

SEV/State o general fund total ment
County aid member  Rank District expenditure operation millages
Leelanatu......... $65, 111 1 Lefand public schools.. . $909. 31 14,03 ... ...
Wayne___._.. 57,093 2 River ROU%‘? .............. 1,084,22 20.90 1,61
Bay.._......- 50, 328 3 Essexville Hampton.._..... 762.21 13.0 4.75
Huron__ .. ... 49,643 4 Casevillo_ .- oo 877.35 19.25 (...
Wayne__.__.. 47,420 5 Riverview Community_____. 925. 33 18.9 3.
Gogebic.._._._._. 42,384 6 Watersmeet..._ ... ..... 1,079.71 16.78 —...........
ayne. o 40, 241 7 Ecorse. .. ceaeoioeioe. 996, 42 18.8 _ . _.......
1] . 40,041 8 Dearborn.____._____....... 1,148.23 22,9 .25
Cheboygan . __ 38,5% 9 Mackinaw City_.._._..._.. 654.21 15,0 1.5
Otsego. ... ._.... 38,166 10 Johannesburg.__.__...__.. 842,84 16.0 6.0
Newaygo. .- ... 5,867 518 Hesperia____..__......... 632.17 17.5 9.5
Muskegon 5,694 519 Fruitport_ ... ....... 626. 60 22,2 1.0
Delta._._._. 5,529 520 Bark River Harris.__.._._.. 666, 20 12,36 8.2
Muskegon 5,655 521 Holten Public School....... 583.61 19.2 1.5
Alger_..____ 5,386 522 Mathias. . _.__._._........ 642.63 27.1
Houghton 5,084 523 Adams Township__......_. 649,67 26.1
Alger____._._._.. 4,752 524 Rock River Township..-... 616.13 16.1
Muskegon___ ... 4,172 525 Oakridge._ ... .-._........ 572.59 20.0
Marquette _____._. 2,269 526 Forsyth. ... _.._...... 692, 67 12.0
Chippewa._ ... 2,159 527 Rudyard.____.........eool 813.03 12.0

Source: Department of Education, Oct. 19, 1971.

TABLE 2.—STATEWIDE STATISTICAL SCHOOL DISTRICT DATA FOR THE SCHOOL YEARS 1960-61 THROUGH 1969-70

State aid

Average General fund Percent of

. operating current operal- Total State current

School years Membership SEV/member millage ing expenditure aid! operation
1,676, 404 $14, 835 217.4  $611,633,959 $322,342,327 52.7
1,733,705 14,537 217.8 651,289,175 311,878,940 47.9
1,794, 045 14, 037 218.3 691, 489,615 339, 847, 741 49,1
1,856, 895 13,893 219, 1 737,201,220 352,221,558 - 4.7
1,917, 851 13,739 220.1 804,918,730 383, 357, 421 47.6
1,968, 413 13,758 16.4 918,942,525 446,761, D50 48.6
2,033,982 13,868 17.5 1,077,546,101 524,927, 684 48.7
2,079,704 14,373, 19.7 1,239,752,894 554,838,410 44,7
,122, 915 15, 094 ) 22.1 1,391,736,281 610,972,480 43.9
2,164, 386 16,218 1235 1,573,118,910 684,627,844 43.5

1State to local school districts only and does not Include State aid lo Intermediate school districts. . . .
2Slate tax commission report used for these years. The commission report included community college and intermediate
district taxes, Later yearsinclude local school district taxes only. . . L

From the Copper Country in the Upper Peninsula to Monroe County in the
south, Michigan citizens are frequently voting “no” on proposals to renew millage
or to increase millage. In school year 1970-71, there were 603 operational millage

elections. Two hundred and twenty-nine (229), or 38 percent were defeated. For-

tunately, most districts receive voter approval on'the gecond or third attempt. In

addition, there were 120 bond ‘elections. Eighty-one (81) of these. or 68 percent,
S ‘ o : N b

were defeated. : !
These are interesting and alarming figures, but they are more -than empty
statistics. Parents in Fscanaba, Grand YLedge, Detroit, Beecher, Bedford, Wavi
erly, Lansing, and scores of other communities can tell you of the consequences;
In-the wake of millage defeats, come reductions in the length of the school day)
curtailment of transportation, new buildings Iying idle because there are not
funds for operations, and elimination of some educational programs. . o
The evidence does not suggest that the citizens who vote to defeat millage gr
bond proposals are adversaries of education, but many homeowners are con-
vinced that unfair reliance has been placed onthe property tax. o
The defeat of millage proposals, inadequate state, funds, and ever-increasing
coSts have 'led a number of school districts to fall into a deficit condition, At the
end of the 1989-70 fiscal year, 70 school districts had general fund equity deficits
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that totaled $8981.937. In several cases, the magnitude of the deficit was
alarming.

The continned rise in the cost of K-12 edncation is most frastrating to state
officinls. This frustration is demonstrated in Table 2, Since 1960-61, state school
aid to local school districts has incrensed 1124 percent although the member-
ship increare has been only 29.1 percent. However, during this time period. the
state's share of General Fund revenues for local school districts has dropped
from 527 pereent to 43.5 percent. School operating expenditures have increased
157.2 percent during the same period. It is not as though the state has not made
a4 supreme effort to assist school districts through substantial increases in state
aid but the plain fact of the matter is we have nnt been able to keep up with
the increased cost to local school districts.

In most simple terms, school expenditures have been growing because of
(1) increased enrollments, (2) salary and wage increases, (3) inflationary in-
crease in supplies, materials, and equipment; and (4) the increased complexity
of education.

Unmistakably, this fall’s additional enrollment, the increased costs for salary
and wage increases, and the higher prices, because of the continuing inflationary
forces. continue to require a substantial increase in the dollars for education.

H, THE MICHIGAN SYSTEM OF STATE SCHOOL AID

The modern Michigan school aid system lbegan in 1946 when the Michigan
State Constitution was amended creating n State School Aid Fund. At that
time, one-sixth of the total sales tax receipts were earmarked to the School
Aid Fund for distribution to school districts on a per capita basis. In addition.
the Legislature was required to appropriate each year an additional amount
equal to 44.7 percent of the previous year’s sales tax receipts for the schonls.
In 1955, the Constitution was again amended to provide the earmarking of one-
half of the sales tax collections to the School Aid Fund. These sales tax receipts
are to be distributed on a membership formula defined by the Legislature, This
section of the Constitution was continued in the 1963 Constitution. In addition,
small amonnts of revenue from a liquor excise tax and the cigarette tax are ear-
marked to the School Aid Fund. Also, included in the expenditure from the School
Aid Fund is the employer’s contribution to the Public School Employees’ Retire-
ment Systems.

In a sense: the earmarking of specific revenues has become academic hecause
it has been necessary to supplement the School Aid Fund from the General Fund
in order to finance the State School Aid Acts that have bheen passed by the
Legislature, For example, in 1969-70, total School Ai@ Fund expenditnres were
$842,233,539 of which $438.144,448 represented a transfer from the State General
Fund. Inciuded in the former figure is the $149,531,120 employer’s contribution
for retirement. ‘

The single most important section in the State School Aid Act is the member-
ship formula which has, in concept, remained basically the same over the yvears.
The formula is based npon a membership allowance which is computed on the
number of children in membership on the fourth Friday following Labor Day
multiplied by a gross membership allowance which is reduced by a deductible
millage factor applied against the local distriet’s state equalized valuation. For
example, in the 1971-72 State School Air Act, there are two formulas. The A
formula hasa grossallowance of $559.50 with a deductible factor of 14 mills, and
the B formula has a gross allowance of $661.50 with n deductible factor of 20 mills.
The breaking point between the two formulas is $17.000. Any district with a per
pupil state equalized valuation of $17,000 or more receives a greater allowance
under the A formula and any distriet with a state equalized valuation of less
than $17,000 receives a greater benefit under the B formula. Attached as Exhibit
A is a tabulation showing the per pupil levels of state aid provided school dis-
tricts at varions levels of district wealth,

In addition to the basic membership formula, the State Aid Act containg sev-
eral special or eategorical appropriations. The major categorical appropriations
are transportation, remedial reading, special eduention, intermediate school
district aid, municipal overburden, compensatory education and vocational edn-
caion, Following is a brief description of the major categorical programs in the
1971-72 State School Aid Act.

o5




Q

ERIC

Aruitoxt provided by Eic:

9471

Transportation

State aid for transportation essentially provides reimbursement for those stu-
dents living outside of a municipality and transported to a school one and one-
half miles or more from their home. State aid is restricted to 75 percent of the
actual cost of transporting the students. Public schools are required to provide
transportation for nonpublic school students in the same manner that they
transport their own students and receive transportation reimbursement for such

transportation.

Remedial reading :

State aid reimbursement is provided for approved remedial reading teachers.
The formula provides reimbursement on the basis of 75 percent of the teacher’s
salary up to a maximum of $8,100.00 per teacher.

Npecial education

Reimbursement is based on the same formula used in the remedial reading pro-
gram. In addition to classroom teachers, other professional personnel such as
diagnosticians, special edncation directors and school social workers are eligible
for reimbursement.

Intermediate school districts

Michigan has 59 intermediate school districts which are non-operating but pro-
vide consultative, regulatory and administrative gervices to local school districts.
State aid provides n portion of the intermediae district’s general operating funds.
The specific reimbursemen formula provides an amount equal to the operating
budget of the intermediate district multiplied by a percentage factor. This factor
is based on the ratlo of state aid received by the intermediate district's con-
stituent local districts during the preceding school year to the total current
operating expenditures of the local districts in the preceding fiscal year.

Compensatory education .

Although Michigan has provided funds for compensatory education programs
for several years, the 1971-72 program has been altered significantly from past
vears. The purpose of the compensatory education program is to upgrade achieve-
ment in the basic cognitive skills of pupils in grades K through 6. School districts
qualifying receive aid in the amount of $200.00 per pupil. Additional state aid is
provided based on the number of students scoring at the fifteenth percentile or
lower on the statewide 4th and 7th grade assessment program. Districts must
establish performance objéctives for eligible pupils and conduct a pre-test and
a post-test in order toascertain if the objectives have been met. For those districts
not meeting a minimum of 75 percent of their stated objectives, the compensatory
education funds are reduced in the next fiscal year.

Vocational education _

This is a new $3,000,000 categorical program in the 1971-72 State School Aid
Act and reimbursement is based on the added cost of specific vocational education
programs to school districts.

Municipal overburden

The municipal overburden section provides additional state aid for those
school districts that are part of other local units of government that have high
operating taxes for non-school purposes. Any school district that is part of another
unit of government that has local taxes that exceed 125 percent of the state aver-
age is eligible for ndditional state aid under the municipal overburden section.

The pattern in Michigan as it relates to the categorical programs has been for
the Legislature to impose a specific dollar ceiling on each program. Because the
ceiling usually is less than is required to pay out according to formula, it has
been necessary to prorate the categorical funds. For example, in 1970-71, the
special education categorical appropriation was $48,800,000 but full payout

. would have required $58,541,000. Thus, special education was prorated on the

hasis of 83.3 percent.

The one exception to proration is the compensatory education program where
full entitlement is paid until the appropriation is exhausted. This, of course,
results in some districts that are eligible for funds under the formula receiving
no monies because the appropriated funds are exhausted before all eligible dis-
tricts are funded.

69-828 O-72-pt. 19A—7 96.}
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The tendency of the Legislature to grandfather a district’'s basic membership
allowance has become an inrrensing problem and contributes to the inequities
found in Michigan’s school financial structure.

In the 1970-71 State School Aid Act, a provision was written in that would
guarantee a district a net membership allowance which is no less than the net
membership allowance received in the previous fiscal year. This has the effect of
ignoring the increase in the local district’s ability to raise funds at the local
level because of an incrense in the district’s state equalized valuation. Such a pro-
vision, of course, assists high valuation districts more than it does low valu-
ation districts. The full cost of this membership guarantee in 1970-71 was $16,-
480,000 but was later reduced to 80 percent of that figure because of Executive Or-
der reductions made by the Governor in order to balance the state's total
1970-71 budget.

A similar grandfather provision is contained in the new 1971-72 State School
Aid Act, but a ceiling of $10,000,000 is included for this purpose. It is estimated
that the membership guarantee will be prorated at 81 percent of full cost.

Attached as Exhibit B is a tabulation of 1970-71 school nid expenditures and
estimated 1971-72 school aid expenditures by category.

III. FULL S8TATE FUNDING POSSIBILITIES

Until recently, most local school officials would have been opposed to full state
funding of K-12 education, fearing loss of local control if the state were to as-
sume full funding of X-12 education. In other words, local officials believed it
inevitable that full state funding would result in a prescribed state curriculum.
Such concern rarely is heard today. When it is raised by an occasional local of-
ficial, others point out that there is little left to control because of the need to
enter into collective bargaining with employees and the lack of adeguate re-
sources to finance a comprehensive educational program.

In 1968, a comprehensive Michigan school finance study entitled School Fi-
nance and Educational Opportunity in AMichigan under the direction of J. Alan
Thomas was completed. The study described four basic alternatives for financing
K-12 education in Michigan. All four required a local contribution. Dr. Thomas
discussed a state levied and collected property tax, but even the state tax is to

be supplemented by a local property tax. Furthermore, this proposal was identi--

fied as a “radical proposal.” In the short span of three years, many responsible
persons in Michigan are talking of full state funding.

The Michigan State Board of Education has received a-two part conceptual
staff paper on “Financing Michigan Public Elementary and Secondary Educa-
tion,” which is based on full state funding. Part I deals with the problem of rais-
ing revenue at the state level and Part II deals with a distribution formula.
Department staff is in the process of developing and costing out a specific allo-
cation formula that will implement the concepts embodied in the paper.

In addition, the State Board has formally endorsed the adoption of House Joint
Resolution GG. which has passed the Michigan House of Representatives and is
in a Senate committee. HIR “GG"” is n proposed constitutional amendment that
would abolish the property tax as the primary source of ‘financing education at
the local level and remove the prohibition in the Constitution that prohibits the
enactment of a graduated state income tax. ‘ ;

One of the most fully developed state aid proposals in Michigan that provides
full state funding is the “Equal Quality Plan.” This is a proposal that has been
developed by several of the educational interest groups in Michigan including
the Michigan Association of School Administrators. The proposal is based on a
classroom unit reimbursement formula and has been introduced in bill form in
the Michigan Legislature. . ‘ ,

The most recent action by state officials is the joint action of the Governor
and Attorney General in filing suit in the Circuit Court of Ingham County chal
lenging the legality of the property tax as currently utilized for purposes of
public school financing. This action was taken on October 15, 1971 and may
hasten full state funding of K-12 education in Michigan.

In summary, it appears that Michigan is on the verge of taking a historic step
in the direction of full state fundlng'qf K-12 education in Michigan,
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EXHIBIT A
COMPARISON OF STATE AID MEMBERSHIP FORMULAS, 1970-71 AND 1971-72

See footnotes at end of table.
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1970-71 1971-72
530.50—14 mills  559.50—14 mills
SEV per pupil 623.50—20 mills  661,50—20 mills
11u. 50 139.50
124,50 153.50
138,50 167. 50
152. 50 181.50
166. 50 195, 50
180. 50 209.
194,50 223,50
208.50 237.50
222,50 251,50
236. 50 265. 50
250.50 279.50
264,50 293,50
278.50 307.50
292,50 321.50
306. 50 341,50
323.50 361.50
343.50 381.50
363,50 401. 50
383.50 421,50
403,50 441,50
423.50 461. 50
443,50 481.50
463.50 501. 50
483, §21.50
503. 50 541,50
523, 50 561. 50
543, 50 581.50
563. 50 601. 50
EXHIBIT B
1971-72 STATE SCHOOL AID
[Amounts in dollars]
1971-72
R i State board's Governor's Enrolled
i . recommen- recommen- House
: 1970-71 dation dation bill 4886
State equalized valuation..._. 38, 545, 666, 375 41, 500, 000, 000 41, 200, 000, 000 41, 637, 616, 000
; Pupil membership........... 2,178,745 , 257,000 2,182, 000 , 214, 000
; 1. Membership: ) .
. Basic pupil allowance.............. - 657,753,972 810, 150, 000 668, 000, 000 686, 000, 000
{ Membership guarantee_...........oococe i aozzzesaae 10, 000, 000
: High tax levy (sec. 17)_.....cccema-e- 20, 000, 000 20, 000, 000
! II. Existing special programs: : ‘ :
! Remedial reading...........cccooee-- 5, 000, 000 3, 400, 000
i Special education. ... ... evemaan 48, 800, 000 55, 000, 000
: Transportation........... 28, 267,927 32, 600, 000
Tuition, regular.. .........0c..c..... 150,000 © 150,000 ... ... .. ..... e cmmanss
- Intermediate distriet ... ............ 4,500,000 , 500,
Underprivileged children............. 16, 000, 000 2 23, 000, 000
Abstract mathematics program......... . - 250, 000 250, 000
~ Assistance to reorganized districts. .. _ 822, 600 826, 000
Aid to nonpublic schools............. 8, 063, 621
Dther. .. oo eeiaieaenas . 1,539, 439
Subtotal. .oy 113, 393, 587 122, 576; 000
111, New programs: k
. Transportation, vocational centers e e . Og&
Vocational education.._..........lioioceieioieiiinos . 3, 009,
School lunch... 1,000,000 . ... cooooo---
Media centers_..__... 4100, 000
Nonpublic gupil CANSIOr e e o e baeveaanaaeaedet 24,000,000 oo ooiiaeeee-
Intermediate districte—dsta process-
LT NP 4 400, 000
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1971-72 STATE SCHOOL AID—Continued

1971-72

1970-71

State Board's Governor's  Enrolled House
recommendation recommendation Bill 4886

Il New Programs—Continued;
Detroit decentralization. - ______________ .. ... _.

................ 500,000 ...

Programs for gifted children_.._______ . T T TTTC 250, 000
Programs for pregnant students._.___________J_  ____ . T
Transportation—in-city . . ___.________ 7" 12,000, 000 __.
Capitaloutlay .. . __ . _____TTTTTT 40,000, 000
Freetextbooks.__ ... _____ Il T . 5,000, 000
Preschool program for ynderprivileged
children_ ... 1, 500, 000
Performance contracting__ _ _ .- 1, 500, 000
Inservice teacher training_______________________ . 500, 060
Subtotal ... 79, 000, 000
Total State aid____________ 791,147,559 _.__ ... __.._.
Executive order reduction (15,869, 179) . T
Net State aid 775,278,380 1, 105,892, 000 829, 500, 000 842, 376, 000
IV, Retirement. . ___._ . ________ . .7" 163, 375, 000 218, 400, 000 218, 400, 000 209, 100, 000
Total State aid bill__.________________. 938,653,380 1,324,292,000 1,G47,900,000 1,051, 476,000

! Included in a new comprehensive compensatory education program,
2 Includes $500,000 for performance contracting.

# Included in the $32,600,000 appropriation for transportation.

4 Vetoed by Governor.

Senator MonpaLE. Our final witness this morning is Mrs. Jane Tate,
who Is & member-at-large of the Michigan Association of Parents and
Teachers. We are pleased to have you with us this morning.

Mrs. Tate. Thank you, Senator. I am going to stay with my state-
ment, and then I will be glad to answer questions.

STATEMENT OF MRS. JANE TATE, MEMEER-AT LARGE, MICHIGAN
ASSOCIATION OF PARENTS AND TEACHERS

Mrs. Tate. T must confess some ambivalence in connection with my
testifying here today. Actually, I vacillated until the last minute as
to whether or not I should come.

To be sure, I was flattered and honored when I was first invited ; but
on reflection, it occurred to me that these hearings have been going on
for quite some time; they have been dealing with material which has
been publicly available and quite well known, for more than 5 years;
and in fact publicly debated for at least that time.

‘As a matter of fact, it is one of the poorer kept secrets that often
our legislative leaders substitute “hearings” for action programs—
delaying action until completion of the “hearing process,” after which
everybody seems to have forgotten that action was supposed to have
been an outgrowth of the hearings, or worse, expending subsequent
efforts repudiating what was learned in those hearings. ,

Additionally, T point up what has been publicly acknowledged for
some time. We have, in this country, rafts of materials—the results of
committees—all containing recommendations for action, most of which
has never been taken. o

K=rrNErR CoMMISsION REPORT

Our most shocking example, recently, is the Kerper Commission
report. Surely, you realize that little has been done to implement
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these recommendations. Hopefully you realize, too, that the introduc-
tion to that report is almost verbatum reproduction of the 1919 Chi-
cago “race riot commission” report, which, like its Kerner successor,
languishes on the shelves without producing action.

T came for several reasons. Second was a belief in the integrity ot a.
least those of the committee members whom I have cume to know
through the public media; third was the hope to have some input in
the decisions and decisionmaking process effecting this crucial area of
public education ; but first and foremost, because our Nation is under-
going grave crises from which we can’t guarantee survival, involving,
among other things, education. And I, for one, will not let history
record either my silence or inaction, no matter how slim the chances
for success may be.

In one sense, what goes on in a classroom can be considered in a
vacuum. On the other hand, there is no way to divorce the tensions,
polarizations, frustrations, and alienation which characterizes the
general societal milieu from either the milieu of the schools or of the
school community.

Under funding, violence, racial hostility and polarization, racism in
the institutional sense, class hostilities, alienation, feelings of political

frustration, the unresponsiveness of our institutions, these and more
are illustrations of factors within the schiools which are but a micro-
cosm of what is going on outside of the schools in the general
community.

Michigan, as you know, is torn asunder by the hysteria generated
by an anticipated court ruling, which some feel will order cross busing,
and other court rulings and legislative proposals to end property tax
as a means to fund K-12 education.

Those legislative proposals being without concomitant alteruate
funding plans. This has further exacerbated feelings of tension, isola-
tion and frustration; a suburban-urban class war is on the verge of
erupting into open violent hostilities—there havealways been cold-war
aspects for years.

Lack OF LEADERSHIP

Sadly, throughout the growing disintegration of our concepts of
unity, common goals, and common good, the retreat into violence and
apathy, on the one hand, and self-serving and self-seeking responses
at the expense of the legitimate aspirations of others who are different
from ourselves, on the other hand, have not been met with leadership,
intearity, selflessnessand genuine public service.

We must receive a more integritous response from our political and
professional leadership. On the contrary, politics, lately, has degen-
erated into a highly sophisticated form of followership, retreating
from those meager hard-fought gains in the fights for equality, into
an imploring, doubletalking rationalizing justification for the re-
calcitrance of the constituency. Who can excuse the 180-degree reversed
new stand on busing of someone like Senator Griffin, after years of
leadership for busing in the South, except in terms of opportunism,
possibly in both instances. ‘

Who can explin a State legislature which passes bills regarding
decentralization of Detroit, without bothering to fund the costs of
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decentralized regional school boards? Who can explain a court deci-
sion in Michigan ordering free textbooks to every school child, without
one single dime from the legislature to implement that decision ?

We suffer from lack of commitment, lack of consistency, and lack of
followthrough.

We need to recognize that we should stop being for equal opportu-
nity. Opportunity refers to the potential. We need to guarantee not
just equal opportunity, we need to gnarantee equal experience. The ex-
ample of textbooks illustrates this. It was the integrity -of the courts
which ordered the opportunity of equal education, into equal experi-
ence. Even so, the financial implementation of that decision still re-
sides with the integrity of the legislative process to provide sufficient
fundsto implement the intent of that decision.

What does our inaction and frenzy tell our youngsters about what
kind of society we may be? This is very relevant to schools. Our edu-
cational system needs drastic reforms. We have @iven our schools the
responsibility of preparing our children for adulthood. Much is writ-
ten in our textbooks—racist as most of them are—about the advantages
of democracy, and the promises and commitment of Amerioa—even
poor and black. :

Yet what is there in their everyday experience which validates or

_ gives promise of either the commitment. or goal? Our teachers are

rigidly trained in institutions that are crippled by often archaic regu-
lations of their own choosing, and those of State Boards of Education.

Meanwhile thousands of uncertified but excellent educators remain
unqualified. We continue to train middle-class students to be middle-
class teachers in middle-class schools, serving a middle-class clientele.

What reforms are you gentlemen contemplating, recommending
vis-a-vis selection and admission process into our teacher training
nstitutions? What minimum criteria are you recommending qua eligi-
bility for teaching, other than that all powerful state cei'tif?cation—
certification based today only on the courses you have studied, and the
hours in front of a classroom you have put in like a sentence?

What recommendations for a change will you make about our
archaic and rigid certification laws, which yearly bar some of the most
talented, sympathetic, compassionate and most importantly, extremely
competent potential educators from teaching children, merely because
they failed to meet some outmoded, irrelevant standards which amount
to no more than union apprenticeships? '

CerTIFICATION SYSTEM QUTMODED

I speak here not against standards, we have almost none regarding
excellence, but I do accuse our current system of certification of being
outmoded, archaic and irrelevant. I see a collusionary relationshi
between our colleges of education, and our certifying agencies, whic
perpetuates mediocrity, maintains a closed and unylelding system,
1s slipshod in its selection process, is exclusive, has no enforceable
professional ethics and which creates a closed social system, a system
with 1t own rewards and punishments, serving only the needs of that
closed social system. : ’ '

~
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The crime is not that we don’t have good teachers. We have many.
The crime is that those good teachers are either accidental or coinci-
dental to the teacher training process. :

What I am saying is far from revolutionary. Those good teachers
have been saying it for years. Our teachers are more and more a closed

shop union. negotiating vested interests into contractual relationships
which do little or nothing to further the cause of equal educational
experience. :

The neophytes are sent to the schools requiring the most sophis-
ticated decisionmaking, and the greatest amount of expertise in
technique. Beginning teachers, substitutes, emergency licensees, and
the unqualified sub-rosa army of nonteaching, unable babysitters man
our ghetto schools. They are the ones who have no choice as to what
their job assignment will be. The flagrancy of some of their practices
is so extraordinary that we have even invented a vocabulary to
describe their abuses. Social passing is only one of many such terms
describing the practice of deliberate passing of ineligible students for
the purpose of getting rid of them.

Teaching in inner city schools has been described by one author as
sitting on the 1id of the garbage can, shoving the garbage around
for 12 years until we can get rid of it. When we talk of equal experi-
ence, we need to at least acknowledge the often well-intentioned short-
sightedness of our legislators who routinely pass high-sounding, empty
legislation that raises hopes and continues to frustrate achievement.

One of the members of the Michigan State Board of Education
recently stated that Federal research revealed that there was no dif-
ference in the achievement of a child who was taught in an old build-
ing and one who taught in a new building. In response to those
remarks, while having some question about the reliability of the
research, T would suggest that it has some meaning to the child about
our society when he %nds only the old schools in his neighborhood,
or in those neighborhoods containing children of similar complexion
or socioeconomic status; while finding the newer buildings and equip-
ment, as well as supplies, in other neighborhoods containing other
kinds of children,

What State or National program has even bothered to include funds
for capital outlay in their planning? In fact, until ¢his year, the Michi-
gan Legislature has penalized Detroit, where the needs are the greatest,
by restricting our bonding authority at a lower rate than any other
sehool district in the State. State-aid distribution formulas have not

provided funds in any amount for capital outlay.
TMPORTANT PsYCHOLOGICAL FACTORS

What do we know are the most important psychological factors in
educational success? Con : ,

1" Teacher attitude is crucial—a recent California study in
which students’ 1.Q. scores were scrambled, revealed that those
students, regardless of their intelligence, did the best whom the
teachers thought had the highest 1.Q. ! :

9. A child does well in school directly in relationship to what
he perceives is the esteem in which he isheld by society.
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3. Those children do best in school who perceive they do indeed
have control of their own destinies, and who feel that their deci-
sions do make a difference in their lives.

Despite all of our pronouncements about the rights of each child
in our society to certain equal considerations in educational program-
ing, it can be stated that upper- and middle-class white Americans
have made certain assumptions about the needs and abilities of those
children of different color and/or different socioeconomic status and
have funded educational programs based on their assumptions, rather
than their pronouncements.

The results are that the educational experiences of children differ
not in terms of need or ability, but by the accident of birth or location
of their housing. The consequence of this has been an educational self-
fulfilling prophecy in which those who are provided with the least
show the least achievement. These results are then used to justify a
still more limited effort.

Over the years, as a member of several State organizations dedi-
cated to the improvement of education, I have participated in the
entreaties of those organizations to the elected representatives of the
State of Michigan for them to assume their responsibility to provide
the legislative impetus to fund public education in Michigan on a
realistic basis. '

The State is not doing o now, and never has in the past. Those
organizations have insisted that the State of Michigan make available
to local school districts, funds which are adequate to finance a quality
education for all children in its public schools.

This would mean that the requirements and the needs of the chil-
dren, rather than their parents’ ability to pay, or the number of
factories and department stores within their school districts, would
determine the kind of education the child receives.

FormurLa Basep oN NEED

Property tax is not the way to finance public education. What is
needed in Michigan, as in most other States, is a State-aid formula
based on need, one which uses per capita income as a factor in deter-
mining the distribution of school aid money. Per capita income would
be used as a significant basis for measuring educational deprivation
and need, and thus assist in more adequately determining the amount
of money that should be provided. :

The alternative to such realistic reform may well be another batch
of nuisance taxes on such necessary items as cigarettes, be~v and liquor.
If that happens, we could always adopt a whole new set of slogans to
finance education, such as “drink more liquor—kids will learn quick-
er;” “three packs a day keep half-days away.”

PTA’s all over the State and Nation could switch from the pro-
verbial image of serving tea and cookies to serving beer and pretzels
with your cigarettes. '

I don’t really wish to go on in this vein. “Why Children Fail,” 36
Children,” “Education and Ecstacy,” “Crisis in the Classroom” are
but examples of the now vast literature dealing with educational re-
form. Somoe document their thesis from personal experience; some
from research ; some from academic observation.
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They oll say the same thine. Tducation needs reform—not patch-
ing, but massive, sweeping reform, We have no functional criteria in
any of the issues that matter. Ruacists can teach. National chauvinists
are all right for our children. Religious bigots qualify to affect our
children’s lives.

Not only do we not rule these traits a priori as illicit and unthink-
able and prima facie evidence for disqualification, we don't even have
standardsto define what they are!

Whether or not a school system wishes to use what Nancy Larrick,
former president of the International Reading Association, calls gen-
tle doses of racism for their textbooks, it is a matter of option. Our
«chools ure class biased. Most of our administrators are narrowminded,
rigid, unsympathetic, plastic people. Where are my sources? These
aren’t. radical statements. They come from the educators themselves.

The National Education Asscciation and the American Federation
of Teachers both have recent publications which say precisely the same
thing. The issues are really very simple: our selection of teacher can-
Jdidafes, training of future teachers,and exclusion of potential teachers
is a system which is now rigid, gross, irrelevant, and detructive.

RacisMm

We don't have a functional national ethic in terms of what attitudes
are not permissible, and what values we do wish to transmit. Perhaps
it isn't so much that we are intentionally racist, and I don't confine
that only to color, as that we are not dedicated to antiracism.

Our buildings, supplies, teachers, and facilities are disastrously
biased in their allocations, Our funding system is archaic and un-
workable. We are unable, or is it unwilling, to engage in legislation
which will require the accession to what we proclaim to be a national
ethic, and at the snne time are unable or anwilling to engage in actions
which will either disturb the perpetuation of advantage to the advan-
taged, or offer any realistic promise for the disadvantaged not to re-
main sentenced to that disadvantage for life. _

And now we're faced with the very real possibility of change from
within or from without, or life in a police state to prevent change.

I might continue in this vein for some time, because I feel that what
I have said needs saying. )

But at the same time, I recognize that most. of what I would say, as
well as what I have said, has been said before—probably even before
this committee—and I’m not. sure that resaying 1t here would justify

the effort.

I would hope, however, that you would recognize that my failure
to say more at this time is by no means an indication of my lack of
concern about what T feel can be the consequences of our continued
denial and lack of sensitivity to the educational facts of life which I
have presented to you today.

I do not believe that our society can long continue along its present
conrse without serious consequences. OQurs is not a poor or deprived
country. We speak loudly amg frequently abont the unrealized wealth
of our Nation. We spend billions for the military and grandiose ex-
plorations to other planets. However much prestige we may feel we
gain from those expenditures and achievements, I would suggest to you
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that there are others who view them differently, who view them as a
statement of our priorities and lack of real human concerns.

Listen to the words of poet-lyricist, Gil Scott-Heron, from his record
“Small Talk at 125th and Lenox,” which points out the concern about
priovities I think.

A rat done bit my sister Nell
with Whitey on the moon;

Her face and arms began to swell
and Whitey's on the moon.

I can’t pay no doctors bills,
but Whitey’s on the moon.

Ten years from now I'll be paying still,
while YWhitey’s on the moon.

The man just upped my rent last night
cause Whitey's on the moon.

No hot water, no toilets, no lights

but Whitey's on the moon.
I wonder why he's uppin’ me—cause Whites's on the moon?
- * * * *

A rat done bit my sister Nell
with Whitey on tlie moon,
Her face and arms began to swell
and Whitey's on the moon.
Was all the money I made last year for Whitey on the moon?

* * * * *

I think I'll send these doctor bills
air mail special
to Whitey on the moon.

Blacks refer to 11:59, meaning 1 minnte before the darkest hour;
the bulletin of the atomic scientists has a clock showing 10 minutes to
12, on its cover. I mean to tell you that the hour for me is past, when I
can answer the question posed by Mr. Scott-Heron and others.

If you can answer those questions L..egratously, and not have your
answers be either evasive or gratuitous, then do so. I think you can't.
When I got ready to come, a friend said to me that T was just wasting
time on another silly hearing which would spend money, take legisla-
tors wherever they wanted to go, get press attention for politicians who
wanted to get reelected, and not do one singlething.

I told you I came because I wanted to have input into the decision-
making process. Well, gentlemen, you are the decisionmakers; and the
time is now for decisionmaking. We must have action; we must have
action now. And we must have meaningful reformist action now.
| And if we don't, I'm sure you have already heard, tomorrow is too
ate.

FiNanciaL INeQuaLTY

Senator Moxpate. Thank you, Mrs. Tate, for a most moving
statement.

One of your points was directed at financial inequality in the schools
in Michigan, and we have had testimony from Mr. McKerr that there
will be a difference of $13,000 per year between a classroom of 20
children in a poor school and a class of 20 in the richest.

I'sce you are from Detroit, 2 member of the Parent-Teachers Associ-
ation. I gather that you have had substantial experience in observing
and working with the schools of Michigan.
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Have you seen evidence that financial inequality does have a bear-
ing on the different experiences—as you call 1b—0¥ the schoolchildren
of Michigan?

Mus. Tark. Yes. Yes, very much so, throughont the entire State, you
see examples of this.

Senator MonpaLE. Can you relatesome of your observations?

Mrs. Tare. Well, you mean asto the kinds of experiences the children
are having? For instance, if you go into some areas where the ex-
penditures are low and they on’t have textbooks—in some of these,
they still don’t have textbooks, even though we have the Supreme
Court ruling now. :

Senator MonpaLe. There are schools in Michigan with no toxtbooks*?

Mrs. Tate. There would be classes which don’t have sufficient text-
books for every child.

The educational experiences would vary greatly between the vari-
ous school districts. Those children who go to the schools in Bloom-
field Hills, which has a $1,250 expenditure per child, have a greater
experience in all kinds of education than the child in the ghetto schools
in the city of Detroit.

Senator MonpaLe. What would you say about, the degreo to which
a child going to a black ghetto school in Michigan has uni(]ue experi-
ences asagamst a child going to some of these wealthy school districts?
Is there o tremendous amount of inequality, in your opinion, between
thetwol '

Mrs. Tare. In my opinion, yes. They have, as I mentioned the neo-
phyte teacher, or the emergency substitute, as we call them. They have
the class bias in many of their teachers, who simply cannot under-
stand the difference in cultures.

TeacHErs NEep BETTER PREPARATION

The colleges of education have not prepared, and are not preparing,
in any way, teachers to go out and really do a job in the schools,
whether bizck or white, but particularly in the black schools.

Senator Moxpae. I notice you place great emphasis on the matter
of teacher training and teacher certification. Apparently it's been your
observation that the teachers in the poor schools are less well trained,
less experienced and T gather, also, binsed against the children they
are teaching?

Mrs. Tare. Many of the white tenchers are very biased in the ghetto
schools. .

Senator MonpaLe. What would you do to alter teacher training, ex-
perience, and certification to change that? Would you emphasize com-
munity control,or what would you do?

Mrs. Tate. I think you would have to have community control. T
think it has to be done in a more thought-ont-manner than the de-
centralization of the Detroit schools was done, however, although
that isastep.

T think the teacher certification has got to be made less rigid so that
you can have a person who understands human beings, and knows
how to work with them, working with children, rather than somebody
who has taken the prescribed number of courses. I think that applies

to vocational education, also.
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i Sena?tor Monvpark. Are you a supporter of the community control
leory ?

Mrs. TaTe. Yes.

Senator MoxpaLk. What you are saying then, in Michigan, in your
opinion, the community control proposal falls short of true community
control, is that correct ?

Mrs. TATE. AsIseeit,itisshort.

Senator Moxpare. That while Michigan has what is called com-
munity control

Mis. Tare. Detroit has.

Senator Moxpare. In Detroit, the community doesn’t have the kind
of control it needs to run the schools; is that what you are saying?

Mis. TaTe. No, thev dont have. More importantly, they didn’t
have any financial allocation to make decentralization work. The
State provided that they would decentralize into a prescribed number
of regions, and_would have regional boards which would be paid;
additional administration was needed plus many other costs were
involved, all with no provision for allocation from the State. The
members in Detroit had never been paid before, so it had to come
out of the general expenditures as did the other expenses.

And they really were not given a great many powers. It’s not as
though the neighborhood can really have a great deal of input and
control, because you still have the central structure there.

Senator MoxpaLe. Basieally, it still runs from the central head-
quarters?

Mrs, Tate. Pretty much.

Senator Moxpare. And Michigan runs it. What emphasis would you
place on integration and desegregation as n strategy for dealing
with inequality ¢

INTEGRATION VERY NECESSARY

Mrs. TaTe. Well, my personal feeling—and for most of the organi-
zntions I have been with—is that integration is a very necessary kind
of thing, and I would say as I watched the hysteria in Michigan
because n judge handed down an opinion—not even a ruling—that
suggested there might be crossbusing, that the legislature should
really look at this possibility because I think it presents some very
realistic kinds of problems.

There may indeed be crossbusing among various school districts.
and T think a major problem is; do they stay individual school dis-
tricts within a_metropolitan area. each paying their own tax base.
providing nothing is done to the property tax that is being used to
finance schools in Michigan at this point. or do yon make it a metro-
politan school distriet with a different kind of tax basa?

Senator MoxparLe. If you had your options, which wonld you pre-
fer—na community school system with real power and finnncing at the
community level, or a progmm of metropolitanwide integration?
Or would you prefer hoth?

Mrs, Tare. Well, I don’t know that you have to make a choice of
that kind. I don’t think that you can finance schools—let me say—
at the local level. Not in Michigan you can’t.
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Property taxes for some of those school districts is just done with.
They will not get it again. I think there has to be greater input from
the State, so far as financing is concerned.

I don't know why you would have to make a choice between metro-
politan crossbusing for school disiricts and community control of
schools. I don’t see why you can'’t have both.

I don’t know why you can’t look at the metropolitan area asa com- :
munity—I really get rather angry about the nei%ilborhood concept
thing when we really have never fmd a “neighborhood” school. You
have all kinds of backgrounds going to a school. You don’t just have
a certain income, or cultural level. So that you really have a commu-
nity school. You simply are enlarging the community by creating a
metropolitan school district.

Senator Moxpare. As I understand it, Detroit’s stipulation is simi-
lar to New York, nnd some other areas in that it responded to the
plea of some black leaders who said, let's forget about this so-called
desegregation and integration, and let us have control of our own
schools. et us elect a school board and get our fair share of the
funds, and we will run a school systemn which is sensitive to the needs
of our people. And I think, just as there had been token desegrega-
tion, we immediately began to pass token community control legisla-
tion, which really does not give t&xe necessary power.

But in any event, if you had your choice between n strategy of true
comiunity control and funding, or a fullhearted program of metro-
politan integration, which of the alternatives would you choose?

Mrs. Tate. Well, I would have to say that T believe in the principle
of an integrated education, and that the metropolitan crossbusing,
I would take.

However, I would add the adequate financing, just as you added it
with the other one.

Senator MoxpALE. Senator Hart?

Senator Harr. Thank you, Mr. Chairman. I apologize to you and
Mys. Tate for being absent until just the last minute; I was meeting
with Mayor Giribbs on another matter that has a measure of sensitivity,
about gun control. And I promise you, Mrs. Tate, to read fully your
testimony. But I am very grateful for the points that I heard you voice
in the last 2 minutes.

I should say, Mr. Chairman, that this lady is one who has given
responsible leadership in sometimes troubled circumstances to those
of us in Michigan.

Senator MoxpaLE. Thank you very much for your plea for decision-
making. We have tried for a long time, nany of us, to really put clout
in, say, Title I, and yet even with the modest increnses we have asked
for the percentage of the Federal assistance to schools has dropped.
What we are trying to do here is to develop a record from which we
can argue the case for a system of educatton in this country and a
system of Federal support that will deliver what you have carefully
described as an equal educational experience, which we obviously do
not have at the present time, and which yon obviously don't have in

Michigan.
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I fully understand your frustration. It is quite widely shared
around here, too.

Thank you very much.

The committee is in recess, to reconvene at 10 a.m., on Mondey, in
room 1114, of the New Seriate Office Building,

(Whereupon, at 12:35 p-m., the Select Committee was recessed to
reconvene at 10 a.m. on November 1, 1971, in room 1114 of the New
Senate Office Building.)
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EQUAL EDUCATIONAL OPPORTUNITY IN MICHIGAN

-

MONDAY, NOVEMBER 1, 1971

U.S. SENATE
SerLEcT COMMITTEE ON
EquaL EpucATIONAL OPPORTUNITY
Washington, D.C.

The Select Committee met at 10 :10 a.m., pursuant to call, in room
1114, of the New Senate Office Building, the Honorable Walter F.
Mondale, chairman of the committee, presiding.

Present : Senators Mondale and Hart.

Staff members presenc: William C. Smith, staff director and gen-
oral counsel; Donn Mitchell, professional staff; and William Henni-
gan, minority staff director.

Senator MonDALE. The committee will come to order.

This morning we will hear from Dr. Philip Kearney, associate
superintendent _for research and school administration, Michigan
Department of Education; and Dr. Lawrence Read, superintendent of
Jackson City Public Schools, Jackson, Mich.

Wo will be discussing the Michigan system for educational assess-
ment which I believe is the most advanced in the country, and which
bears upon this committee’s review of the Michigan educational
system.

Our first witness is Dr. Philip Kearney. We are very pleased to
have you here with us this morning.

STATEMENT OF DR. PHILIP KEARNEY, ASSOCIATE SUPERINTEND-
ENT, RESEARCH AND SCHOOL ADMINISTRATION, MICHIGAN

DEPARTMENT OF EDUCATION

Dr. Kear~ey. Thank you. .

Mr. Chairman and members of the committee, my name is Philip
Kearney. I am the associate superintendent for research and school
administration with the Michigan Department of Education. On
behalf of the State board of education and the State superintendent,
Dr. John Porter, and the Michigan Department of Education, Iam
pleased to be here today and to describe for you the Michigan Educa-
tionnl Assessment Program.*

In my Iprcsarcd statement I divide my presentation into three parts.
In Part I, I describe for you the educational assessment program as it
was first sonceived and implemented in 1969-70. I also discuss very
briefly certain of the major findings of the 1969-70 effort. In Part II,

sRee also, Part 19A-1, U.8. Senate Belect Committee on Equal Educational Opportunity
ataff charts on Michigans Educational Assessment Program.
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I describe the assesment program as it operated during its second year,
1970-71. Finally I discuss the objectives and procedures of the 1971-
72 educational assessment program. I also have attached to the state-
ment a bibliography which lists the several available reports in our
assessment series, as well as other available articles and documents

Senator Monpare, Dr. Kearney, your full statement will appear in
the record* as though read. You may proceed to read it or emphasize
certain points, or proceed in whatever way yon think best to make your
boints.

I Dr. KearNEey. Fine, Senator. I would like to attempt to summarize
it somewhat briefly and then perhaps respond to questions that you
and Senator Hart have,

Senator MonpaLe. Fine.

Dr. Kearney. The Michigan Educational Assessment Program had
its genesis in a relatively obscure part of Act 307 of the Public Acts
of 1969, the main purpose of which was to appropriate operating funds
to the department for the fiscal year 1969-70.

Under this section, the department was provided with approxi-
mately $250,000 and given o mandate to undertake two efforts: First
the planning and development of a State program for a periodic and
comprehensive assessment of educational progress; and second, the
immediate assessment of certain basic skills at ono or more grade levels
durmg the 1969-70 school year.

FirsT AssessMENT EFrort

The beginning steps of the program were taken in 1969-70, when
over 300,000 fourth and seventh grade pupils in the State’s public
schools participated in Michigan’s first statewide assessment effort.
We are now completing the second year of the program and also be-
ginning a third year and, again, have acquired considerable data on
the fourth and seventh grade pupils and their schools. The program
now also has its own basis in statute in the form of Act 38 of the Pub-
lic Acts of 1970,

The assessment program guthers and reports three basic kinds of in-
formation which we feel are descriptive of the educational system.
First, information on students’ background characteristics; second.
information on school and school district. charncteristics and resoutene-
and third, information on student and school performance.

In the first year of its operntion in 196070, the educational assess-
ment program undertook to gather student performance informatior
on fourth and seventh grade students in four areas of academic skill-
vocabulary, reading, the mechanics of written English, and mathe-
matics. The State board chose these areas because they felt that, to-
gether, they constituted the skills which are husic to each child’s ele-
mentary education and are the foundation for all further educational
development.

However, no attempt was made in 1969-70 to identify individual
instances of extreme educational need nmongr students,

In its second year, 1970-71, the assessment rogram aguin assessed
students’ performance in the basic skills with the mportant difference

*See prepared statemeut, p, 0300,
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that the instruments used were altered so that results would be relinble
and valid for individual students rather than as in the previous year,
veliable and valid only for o gronp of students. With this change, the
results of the 1970-71 program also could be nsed to identify individual
students whose needs in the basic skills required finther investigation.

By combining the data on individual students, information is cre-
ated which provides measures of relative educationa] need for each
school and for each district in the State, and by combining the scores
of all students in Michigan a measure was created of the relative edu-
cational need of all students in the State. In this way, the program
yrovides measnres of relative educational need at the four levels: the
individual student level, the school level, the district level, and the
State level.

AssessMENT SERVES Two PURPOSES

In general. we see the assessment effort as serving two basic purposes
at the State level. First, it can provide information to help in making
decisions regarding the allocation or the distribution of resources.
Second, hopefully, it can provide additional information to help in
making decisions regarding the structuring or setting-up of major
educational programs.

At the present time, one specific use of the informatici: at the State
level is the identification of students’ needs for the purpose of allocat-
ing some $23 million in compensatory education fun(]ls.

The role of the educational assessment program in local applications
is to provide basic information which can guide locn] officials as they
determine for themselves the areas of student needs and system op-
eration which require extensive examination.

I should emphasize that the Michigan Educational Assessment Pro-
gram is not designed to serve as a local evaluation and that data
gathered in the cducational assessment program do not support im-
mediate conclusions on how to modify the local system’s operation. In
general, data from the assessment program only indicate areas re-
yuiring further investigation in order to carry ont local evaluation and
to make specific recommendations which are appropriate in each local
area.

The ultimate goal, then, of the assessment effort is to provide reliable
and meaningful information on the outcomes of public elementary and
secondary education in Michigan interpreted in light of those impor-
tant school- #nd nonschool-related factors which influence the attain-
ment of these outcomes.

The second goal, and une closely related, is to improve the basis
for educational decisionmaking overtime. It is expected that with more
anG better information, first of all, the general public will increase
its understanding of the attainnents, the needs and the problems of
tho schouls. Second, that the State legislature will be better able to
enact legislation appropriate to the educational needs of the State.
Third, that the efforts of the Department of Education will be fa-
cilitated in identifving needs and priorities for purhoses of planning
and directing the improvement of education in the State; and fourth,
that local school districts will be assisted in their cfforts to identify
needs and priorities as they plan and administer local school program.

‘ 69-828 O-72-pt. 19A—8 132
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In an attempt to further explicate the purposes of the program.
Senator, perhaps I could outline for you the objectives of the 1971-72
program which, in many ways, are similar to the objectives of the
1969-70 and 1970-71 programs.

First OBIECTIVE or 1971-72 PROGRAM

The first objective of the 1971-72 assessment program will be to
provide the State Board of Education, the executive office, the legis-
lature and citizens with information which contributes to an under-
standing of the educational needs of Michigan school children and
to the analysis of the educational system’s responses to these needs.

In order to meet the first objective of the educational assessment
program, answers to two specific questions are being sought. First,
what are the levels of basic skills achievement and of other educational
assessment measures in Michigan, in Michigan’s community types and
district sizes, and in each of Michigan’s school districts? Educational
assessment will provide information from which answers to this
question may be drawn for the State and for the State’s community
type and district sizes in the form of tables which will display sum-
maries of this data.

By using these tables, it will be possible to compare the levels on the
same measures of districts in different types of communities and of
districts with different sizes of student population.

Information descriptive of individual districts for each of the as-
sessment measures will be presented in tables which list districts
alphabetically by community tvpe served. The measures will be re-
ported in two or three ways. First, a score will be reported for each
measure; for example, the percent of teachers with master’s degrees,
She average years of teaching experience, the pupil-teacher ratio, the
K-12 instructional expense per pupil in dollars, and the average score
of students in basic skills.

Second, these scores will be reported in terms of their position on
a percentile ranking of districts in Michigan schnol districts; and
third, the percent of 4th and Tth grade students whose score in each
decile on composite achievement will be reported for each district.

The second question we are seeking an answer to is: Do associations
exist among 810 educational assessment measures? Information to
answer this question will be provided in tables which display correla-
tion coefficients computed for each pair of educational assessment meas-
ures. Inforination contained in these tables, honefully will enable
a further understanding to be had of the associations among such
measures as percent of teachers with master’s degrees and basic skills
composite achievement.

Although this information eannot support hypotheses of cause of
offect among the measnres, it will, we think, point out. areas that merit
further and more intensive examination. The will help in the analvsis
of the State’s educational delivery svstem since this activity will iden.
tify, among other things, relationships among specific kinds of re-
source allocations and the quality of educational opportunities for
the State’s school children.

The second objective of the 1971-72 program will be to provide
citizens and educators in every school system with information regard-
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ing their district and its schools. This information will contribute to an
understanding of the educational needs of the district’s school children
and the analysis of their district’s responses to these needs.

AssessMENT USEFUL FOR VALUATIONS

Several studies, as you well know, have shown differences in edu-
cational offerings among the State’s school districts. These studies
and others have also shown disparities in educationai program offer-
ings within school districts. Data from large scale assessment efforts
also are useful in the improvement of all aspects of educational curric-
ulum. For example, nssessment information can identify strengths
and weaknesses in certain areas of school performance. It is planned
that local educators will be provided with assessment information and
explanatory materials from the 1971-72 educational assessment pro-
gram. Two basic kinds of materials will be provided. First, norm tubles
that may be used to display local assessment data; and second, infor-
mation that explains the meaning of the assessment measures, their
limits and their uses.

The educational assessment materials may be used to answer two
questions, ther, at the local level. First, what are the levels of basic
skills achievement and of other educational assessment measures in
the school district in relation to other districts? Second, what are the
levels of basic skills achievement and other educational assessment
measures in each school district ?

The third objective of the 1971-72 program will be to provide school
districts with basic information regarding students that will help the
students, their parents, and educators to assess the program. Addition-
ally, this information will be used by districts to identify students who
have extraordinary need for assistance to improve their competence
consistent with their objectives.

Here, we are seeking the answers to two questions. All local school
districts, of course, have the responsibility of seeking an answer to a
most important question: What can be done to insure that every child
who attends school develops competence in the basic skills; second,
what are the levels of educational attainment of each child who com-
pletes the achievement battery ?

The final objective of the 1971-72 effort will be to provide citizens
with information regarding the progress of the Michigan educational
system as a whole and the progress of its school districts and schools
over a period of years. As I stated previously, a most important ques-
tion facing the State and local school districts is the equalization and
improvement of educational programs and student performance. By
conducting an annual educational assessment, it will be possible to
measure the degree to which equalization and improvement are actu-
ally taking place.

As T mentioned earlier, assessment progruns ideally can serve two
basic purposes. First, they can provide information to help in making
decisions regarding the allocation or distribution of educational re-
sources: and second. they hopefully might provide additional informa-
tion to help in making decisions regarding the structuring or setting
up of major educational programs.
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DIsTRIBUTION OF RESOURCES

One of the major problems facing American public education is
the way in which resources are distributed among school districts and,
for that matter, among schools within districts. As I noted in my pre-
pared statement, several recent surveys have documented the maldis-
tribution of educational opportunity in the State of Michigan. An
educational assessment program can provide data that highlights this
problem.

The State assessment program can indicate the relative levels of per-
formance and of factors related to performance in different community
types, and in geographic areas; for example, between the inner city and
tKe suburb. It also shows differences between classes of schools; for
example, schools in relatively afluent neighborhoods as compared to
schools in poor neighborhoods, or differences between schools whose
children perform well or poorly. :

This type of data highlights the problem and presumably puts the
problem into the political arena where it can be dealt with and, as you
are so well aware, the very essence of politics is how resources are
distributed. If an assessment is conducted on a periodic basis, it can
show progress toward or away from a more equitable distribution of
education.

A second major problem we all face, and I think this is the problem
with which educators are most concerned, is how to construct the best
program or curriculum for children. We need two kinds of informa-
tion to get at this problem. First, we need to know what sorts of
things children know and do not know so we can decide what areas
to address. Second, we need to know what sorts of things are related
to student performance and schools so that we may appropriately
modify program, curriculum, and environment.

Information for the first purpose, through our program, can be pro-
vided at State, district, school, and even individual pupil level. That
is, we can provide information about the general kinds of skills and
knowledges that children of the State have, that the children of the
district have, or the children of the school have. We also can indicate
l\gmt general sorts of things an individual child knows or does not

ow.

This information in conjunction with the information a district or
school already has can be useful in setting major program or curricu-
lums goals.

Stupies Prove DIFFICULTIES

Now, if we also knew what sorts of things are related to student per-
formance, be they school variables or student background variables,
we would have a start on knowing how to modify the schools and their
environments to meet curricular objectives; but this last statement
I well realize, at this point in our history, is not much more than an
optimistic expression of where we in education, would like to be. As
countless studies have shown, it is very difficult to distinguish between
the influence of the student’s social background and the influence of
the school. This makes it difficult, if not impossible, to tell in any spe-
cific way how much of a change can be produced in certain school out-
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comes by systematically altering school charnacteristics, such as the
amount any kind of training received by teachers.

In my prepared statement I have attemted to give youabroad brush
stroke picture of our current cducational assessment effort in Michican,
including some of the problems and also some of the promises inherent
in large-scale assessment effort. I am sure that I have not done justice
to the topic. There is much more that conld be said as well as much
more that could be written about our efforts in this area.

To parapharnse George Mayeske, we are cembarking upon a long
voyvage into an only partially ex ylored ocean. The completion of that
voyage will not automatically alleviate the educational problems fac-
ing the State; it will. however, provide further information to those
concerned with those problems. Used creatively, we feel that that in-
formation can result in improved edueation for Michigan children.

Senator Moxpate. Thank you very much, Dr. Kearney. for a most
useful statement. and for what is really a very commendable effort.

Would you tell me something about your background, since this is
a highly technical field. Are you an evaluation expert or a teacher
or
Dr. Kearner. I am essentially, Senator, by training, experience, and
desifn. an administrator: but I think an administrator who is very
much interested in providing information to people who make deci-
sions about education. I should honestly say that I am not n measure-
ment and testing man.

Senator Moxpate. You have such skills in-house. though?

Dr. KEaryEY. Yes, we do.

Senator Moxpare. This is the third year of the Michigan testing
offort !

Dr. Kearsery. Yes, sir.

Senator Moxpare. Are there any other States which have as ambi-
tious n testing nsscssment program as Michigan ?

Dr. Kearser. There are several States at the present time who are
not only extremely interested in this type of an effort, but who have
taken considerable steps to move in that direction. The State of Penn-
svlvania, for example, back in 1964, passed some legislation and as a
result of this initiated their quality assessment project. They have
not, in many ways, moved as rapidly as we have. They have done
testing. They have used essentially ssmples.

ASSESSMENTS oF QOTHER STATES

The State of Colorado currently is undertaking an assessment ef-
fort. The State of California, in ou. form or another, has been in-
volved in this for the past several years. The State of New York,
of course, has been in this assessment effort for several years and there
are other States. We are constantly, I guess consistently, getting in-
quiries about what it is we did. and T suppose. how not to make the
same mistakes.

Senator MoxpaLe. T do not want to put your humility to too great
a test. but would it be accurate to say that Michigan is probably as
far along and has had as much experience with eduecational testing

assessments as any State in the Union?
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Dr. Kearyey., T think it wonld be fair to say that we are as far
along and have had a great deal of cxperience in large-seale State
assessment, ves.

Senator Moxpare. You have completed 2 vears and you are start-
ing vour third vear?

Dr. Kearyrey. Yes. sir.

Senator MoxparLe. How is this data made available? Can the gen-
eral public obtain all or part of it? In other words, this may be made
available to the State department and to school administrators, but
is it also fully availableto the citizenry ?

Dr. KEarNEY. Yes and no. and let me talk a little hit abont the his-
torical chronology of this. In the initial year of the program. 1969-
70, we did publish two public doruments which identified for the
citizens of the State, or for anvone who would read the document.
the levels of the measnres, both the achievement measures and the
meastires related to achievement: and also a doenment which dealt
with the distribution of these various measures.

In these documents, no single schonl district was identified. They
were treated as school districts belonging to one of five community
types and/or in one of four geographic regions.

In the second year of the pmgram. 1970-71, the State board's in-
tent was to publicty release results of the assessment effort by dis-
tricts: in other words. to deal with school districts. We presently have
such a document. in press and will be coming ont with it shortly.

This document will list the district mean scores for each of the
25 assessment variables for each district in the State of Michigan.
They will be categorized according to community types served and
listed alphabetically.

That is the extent. to date. of what we have done in terms of public
release of data. Senator.

Senator MoxpaLe. Why did vou pick the 4th and 7th grades for the
purpose of vour two tests?

Dr. Kraryey. We felt initially that an assessment effort did not nec-
essarily need to go to each grade level and that what vou were after, in
a sense, was a sounding of the system. Tdeally. we thought that there
shonld be about five points from which yoa would draw data aud thus
be able to say something about the entire system.

Five-Poist GUIpELINE

First, we thonght it wonld be ideal to pull data from the beginning
of the process. down around kindergarten or the Ist grade. Becanse of
some technical problems involved here, we are not yet at this level.

Second, we t]:ought it would be important to get data at the point
where the schools would be concluding what we normally refer to as
the primary cycle. grade 3: therefore. we are in at 4th—in the middle
of the 4th grade.

The third point that we thonght would be important would be at
about that point where the child finished his intermediate schooling.
began junior high school: consequently., we are in the Tth grade.

The fourth point that would be essential would be at the completion
of elementary schooling and at the beginning of high school, around

1177




09493

Then the fifth peint. at the conclusion of the process. in grade 12.

The national assessment goes one step further and snggests that one
nf-nll_v onght to get a reading of the adult population above the age
of 20,

We see five essential points and we feel that we have begun at two
of those points, Senator.

Senator Moxnare. What has surprised you most about the dis-
clnsures of this data? What had you anticipated—which upon receiv-
ing this data. proved to be inaccurate or not as acenrate as you thought
it was?

Dr. Kearsey. Excnse me. I think vour question is what surprised ns
perhaps in the data rther than what surprised us about the fact that
certain things happened when we released the datal

Senator Moxpare I am thinking in the broad school policy sector
now. We all have assumptions about our own personal strategy for
edueation which assumes certain theories: for example, that money
makes a difference. or whatever else it is. Now, von have had £ vears,
going into vour third year, in which von tried to compare achieve-
ment levels with inpnts, with attitudes. and so forth. What sorts of
results surprised vouthe most?

Dr. Kearyey. Well in many wayvs. I guess we were not surprised
at all. There were some small surprises from time to time. but T suspect
it is not incorrect to say that most of the hypotheses that we had in
onr minds were escentially hield up and that what we were doing was,
to a large extent. doenmenting the situation in the State of Michigan.

For example. we found a very hizh correlation between relative
caviceconomic status for gronps of children and composite achieve-
ment. This held at both the building level and at the district level.

Senator Moxpark. So that the higher the social and economic class
of the student. body. the higher its achievement level?

Grotrr MEastrr Usep

Dr. KEarNEY. Yes. We nsed a group measnre of socioeconomie status.
We got correlations at the building level on the order of .75, which is
essentially saving that yon can acconnt for about half of the variance
in the composite achievement scores by knowing what the group SES
seore is.

Senator Moxpatr. And that did not surprise you?

Dr. KEarNEY. No.

Senator Moxparr. What else did vou find?

Dr. KEARNEY. Second. we fonnd there was a high negative correla-
tion between the percent minority students in a given district and
composite achievement. This really was not snrprising cither, because
ther is also. as vou probably are well aware, a fairly high correlation
at the present time in onr history between that variable and SES.

Senator Moxbpate. So that von might be saying at this point. pretty
mnch the same thing?

Dr. Krarviy. Yes.

Senator Moxpark. Becanse the first point, the richer the families of
a particular school the more likely it is their achievement. is liigher;
and the second point you found ont was the higher the proportion of
poor minorities. the lower the achievement : but that might be saying
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the sume thing. For example. a poor black ghetto school is composed
of the poorest of all.

Dr. Keanyey. Yes,

Senator Moxparr. Therefore, in one sense, it is the same thing.

Dr. Kearsey. There was a very high correlation or substantial eor-
relation hetween the percent minority and the SES variable.

Senator MoxnaLe. Now, to what extent. if any, did vou find that
the SES theory was contradicted by the minority theorv !

Dr. Kearyey. To what extent did we find that' the SES

Senator Moxpare. To what extent did vou find that the SIS theory
was contradicte:1 by the minority theory ? Tn other words, do vou have
an npver-middle-clags black school in Detroit which failed fo fall i
a consistent theory with the SES theory ?

Dr. Kearvrey. Well, ves. There werve. in several instances, excep-
tions to «hat we found in terms of the correlations. both at the build-
ing level and the district level, for all of the schools and for all of the
districts in Michigan.

For instance, the proportion of racial minerity members in a given
schonl or district would, T am sure, strongly be conditioned by their
relative socioeconomic status: if, indeed. you were dealing with rela-
tivelv middle or higher class SES people, the variable on minority
membership washed out.

Senator MoxpavLe. Did yon discover anything else to confirm these
basic theories or anything else that surprised yon!

Low CorrrLATION BETWEEN EXPENDITURE AND NCHIEVEMENT

Dr. Kearsev. We were somewhat surprised. I suspect, that we had
such a low correlation between educational expenditure data and com-
nosite achievement, but we have not thoroughly aualyzed that data
and I suspect that part of onr surprise is due to the fact that we were
dealing there with district level scores. We were not able to break these
costs down, for instance. in termns of school building, so the only co -
relations with which we were working, in ferms of financial resources.
were at the district level.

Senator MoxparLE. I think you peinted put—or at least we had this
information earlier from another witn that the per pupil expendi-
ture levels in Michigan vary from approyimately £1.200 in the riche.
schools to approximately £450 in some of fthe poorer schools.

Dr. KearyEy. About 8475 to $1.275.

Senator MoxpaLE. Didn't yvour findings show that one of the poorest
schools had one of the highest achievement levels?

Dr. Kearyey. Yes.

Senator Mo~NDaLE. Beaver Island ¢

Dr. Kearyey. Yes.

Senator MoxDALE. Can von tell us about that ?

Dr. Kear~Ev. T suspect that Beaver Tsland is certainly an exception
to the rule. Senator Hart is probably more familiar with Beaver Is-
land than T am.

Senator HarT. A great place.

Dr. Kearsevy. T think, Senator, here, without attempting to explain
what and why Beaver Island was an exception. it is perhaps a unique
situation.
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Senator Moxparr. And itisa very small school system.

Senator FTART. You would not want the record to show, would yon
no matter what. my loyvalties might be—it is not just beeanse they are
of Trish extraction?

Dr. KearsEy. T wonld not argue with that, Senator.

Senator Mosnarr. Was there anything else that surprised yon?

Dr. KEarNEY. Not really. I suppose in one way, while T recogmize
the problems in trying to identify variables and then to establish rela-
tionships among so-called inputs and outputs, that in a way we were
not surprised. but T am sure had ho that we might find some
higher correlations in terms of some of the inputs nmfmnditions.

Senator Moxpare. I assnme that the whole reason for this testin
program is to help guide Michigan to deliver a more equal and cﬁ
foctive edueation to ite schoolchildren: that is the reason for the
program?

Dr. KEarNEY. Yes.

Senator Moxpare. Tf the commissioner of education called you in
and said, “Now, you have been at this for 2 years. What. are the key
recommendations that vou wonld make based upon what you have
learned from this data. in directing the edneational policy of Michi-
gan.” what wonld yonsay?

Key RECOMMENDATIONS

Dr. KearsEY. Well. I think I wonld say what we did say about 6 or
S months agn: and that was, to realigm. if yon will, the compensatory
education program that was fanded by State funds inder Section 3 of
the State school aid act. The program is abont 4 years old and in
many ways was analogous to the Title I effort at the Federal level.

In the initial vear of the program they nsed socioeconomical status
kinds of indicators to determine which achools would be eligible in any
given district. That went on for 2 vears. In the third year of the pro-
gram they began to use data from the assessment program. They nsed
two criteria. One was our relative measure of sociocconomic status and
the other was our composite achievement score. They ran into prob-
Jems—I should say. we ran into problems with the socioeconomic status
measire becanse it was not designed to do that and it was not such a
fine discriminator for deciding which schools among the bottom quar-
tile ought to receive X or Y points. However. what we have done
this year, and the legislature has scen fit to adopt it as a vital element
in the State school aid act, is to suggest that the €23 million that even-
tually came into that section be a jocated on the following basis: We
wonld nse the assessment data. namely. the composite achievement
scores. in grades 4 and 7 asa measure o need ; as a measure of need in
terms of deficiencies in the basic cogmitive gkills. Through a process,
we then calenlated which districts, in a sense, were more impacted than
ohers with numbers of children who, at least according to the assess-
ment data. were deficient, in the basic cognitive skills.

On the basis of these daa. then they became cligible for $200 per
pupil in addition to their regular State and other aid.

Senator Moxparg. In other words, your first and key recommenda-
tion was the establishment of what I think you called Section 37
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MoniFicaTioN oF Skcrion 3

Dr. KearNey. It was the modification of it in a sense. Senator.

Senator Moxnare. What it did was to establish a Title I tvpe of as-
sitance, for a category of children, based more on the achievement
scores than on the SES situation ?

Dr. KeArNEY. Yes. Now. the program was in existence. T wonld em-
phasize. and what our suggestion was for the current school vear was
to use a_measure as defined by deficiency in the hasic cognitive skills
n]s a basic need rather than simply using SES or some combination of
that,

Senator Moxparr. What was there in vour data that justified that
strategy ? T thought yon just said that SES was the best determiner of
achicvement. Why would you not then put the money in at the lowest
SESlevel ?

Dr. Kearvey. It wasthe hest predictor : but even thongh it has a cor-
relation of .75 at the building level, it is suggesting that vou are only
acconnting for abont half of the so-called variance. Why not simply
use the achievement measures. which is what vou are after anvwav/?
We were interested in a sense in directing the program to educational
needs as defined by deficiencies in those cognitive skills. regardless of
the particular SES background of the children or regardless of the
particular SES backgronnd of a group of children.

Senator Moxpark. T understood vour tests to show that there was a
very loose correlation between financial inputs into a school system
and achievement levels.

Dr. KEARNEY. Yes,sir. Let me go on.

Senator MoxpaLE. Then your first recommendation is more money ?

Dr. Kear~Eey. It was not simply more money. We had two or three
other eclements in it which I think are quite different.

Number one, as I indicated, we used the composite achievement
scote data to get a measure of need and to determine eligibility. Sec-
ond, we then said that for any district that became cligible it wonld
receive up to $200 per child if it met two or three conditions: No. 1, it
would outline in terms of performance objectives what it intended to
do for those children in terms of increasing their learnings in these
skills. Second, that on the basis of pre- and post-testing, they would
demonstrate, indeed, that they had achieved the equivalent. of 1 year’s
growth in these children and that if they did not do this, then they
were not going to be funded at the same level in subsequent. years. .

The program is a 3-year program and the legislature authorized
it for 3 years and said that in the second and third vear of the pro-
gram you ulso will receive $200 for each of these children. providing
that in each individual case you ean demonstrate that you have made
a difference, leaving it up to the local school districts largely to deter-
mine the program for these particular children.

Senator MoxpaLE. This reminds me of phase IT of the economic pro-
gram. Are there some elements that you can recommend, based on
your testing, to local school districts as being advisable in achieving
this vear’s growth on an annual basis?

Dr. Kear~ey. No, sir.

Senator MoxparE. Do yon leave that up to the local level ?
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Evartation AT Locat LEeveL

Dr. KEarseY. Not from the assessment data itself. But what we
would hope to see 15 that different school districts do employ different
kinds of programs and methods to do this, and an integral part of
this would be evaluation at the local level of the efficacy of those
particular programs.

On the basis of that kind of data. one ought to be able to identify
successful practices, unsuccessful practices, promising kinds of prac-
tices and, of course, hopefully, new kinds of programs or delivery sys-
rems for doing a better job.

Senator MoNpALE. But at this point, you would have to say that we
are still groping for those answers?

Dr. KearsEY. Yes, sir.

Senator Moxpare. And the data does not—as these programs are
tested it may give us additional points. but at this point what you
have done. in effect. with Section 3 is to fund schools which have had
this phenomenon of low achievers, and give them some money to try
to improve that achievement, if they make the commitment, and if
thev have a reasonable strategy for trying to achieve it. Then we will
find out whether they can make it. and we wil! monitor as they pro-
ceed. That is basically what your key reccmmendation is?

Dr. Kearsey. Yes. sir: and the assessment data, of course, was
used only to indicate the need.

Another very important step would be evaluation, which is not
assessment. but the evaluation of the efficacy of those programs in
cach and every case in the individual districts.

Senator MoNDALE. So actually, you came up with what is really—
I think they call it a performance contract. except you did it within the
school system rather than picking an outside private contractor?

Dr. KearsEY. Yes. sir: it is essentially a performance contract
between the State and the school district.

Senator MoNDALE. So a local school district that needs the money
can say, “If we really do our job we will continue to get $200 more a
pupilin State aid than if we fmlf”

Dr. Kearsey. Yes; if they fail in the sense of not achieving the
minimum, they are not cut out entirely. They are furded proportion-
ately on a reverse sliding scale.

Senate MoxpaLE. Senator Hart.

Senator Harr. Thank you, Doctor. for helping us to better under-
stand the picture in Michigan. I am not on this committee and I sit
here with the courtesv and leave of the chairman. Senator Mondale,
but T do it becanse I can think of nothing that is more important
for Michigan's future than improving the quality of edncation—or
the country, either.

Having said that. it is my alibi for asking some questions which
I am sure will sound very immature and stupid : but on page 2, which
is the very first part of your statement, You say that the Michigan
Department of Education was provided with funds and given a man-
date to undertake two things: first, to try to put together a State
program for periodic comprehensive assessment of _o.dnca!lona_l pro-

: and second, the immediate assessment of certain basic skills.

Now, on that second one, basic skills. T take it. is there absolute

agreement that those are measurable?
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Basic Skitrs ArE MEASCRARLE

Dr. Krarsey. We defined basic skills in the initial 2 vears of the
program as essentially reading: the mechanics of written English,
which was not all of writing but at least some portion of it: and
mathematics. T suspect that there is essential agreement among most
people that one of the tasks of the schools is, indeed. to sce that chil-
dren do acquire these kinds of learnings and skills.

I think they wonld quickly add. as T wonld, that schools also exia
to do some other kinds of things: that. while reading. writing. and
arithmetic are very important and very fundamental. that should not,
hopefully, be all the schools are doing.

Senator Hart. Whatever our view on that. and T think onr views
are similar. but are reading. writing. and arithmetic measurable skills?

Dr. Kearsey. T wonld <ay co. Senator.

Senator Hart. So that the second of the two efforts that you are
nndertaking deals with something that is measurable.

Now. the first one. an assessment of educational progress. is this
measurable with the same confidence and accuracy ?

Dr. Kearsey. Not really, and this refers, of course, later in the
statement to one of the assumptions that we made. We said that in the
long run and ideally. of conrse. an assessment program ought to in-
clude as output or outcome measures not only reading. writing, and
arithmetic. but other things which we would get =ome general agree-
ment on as to why schools exist: whether that be the sciences, social
studies, the area of citizenship. or the area of values and atttiudes.

We did point out that we felt the state of the art. <o to speak. was
relatively well advanced in terms of the cognitive skills and that we
could move pretty expeditiously to begin measurement in that area.
We pointed ont that measurement in these other areas. the so-called
affective domain and the psychomotor domain. for example

Senator Harr. What are those?

MEeASCREMENT oF AfFFECTIVE DoMAry

Dr. Kearver. The so-called affective domain, which is feelings and
values and attitudes as opposed to cognitive things such as mathe-
matics. The psychomotos is really muscle coordination and motor skills
and the kinds of things that physical education programs would be
trying to develop.

Particularly in the affective domains the state of the art is not very
well advanced. It is a very difficult area to begin to measure. It is a
very difficult area to define. It is very difficult to get hold of, in a sense,
but there are some things beginning to be done in this area. and we
snggested that because we did not have good measurement in that area
was no reason to turn away from the whole notion of assessment. but
to procec-i and hopefully, as we moved not only to refine and do a better
job with the instrumentsthat we wanted to measnre the cognitive skills.
eventually bring in some measurement of these other areas.

For example. while it is very primitive and verv experimental. we
included in 1969-70, and still have in the battery. a leginning measure
of group attitudes. We know that it is primitive. We know it is ex-
perimental. We do not put a lot of stock in the particular measure
we have. but we do think it is important that we make beginnings in
this area and move in that direction.
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Senator Hart. T do not know what it would prove, or whether it is
worth anvthing. but when von take and measure at the fourth and
ceventh grades, and von bmild in the socioeconomie element, the influ-
ence of the school already is reflected. Why wonld it not be useful
to measure. rather than at the fourth and seventh grade, the first
week of kindergartea or the first week of first grade. whichever 18
the first time the child becomes exposed to the school’s influence!?
Wonld von be in a better position to identify t” ¢ extent to which
cociocconomic factors are at work. rather than waiting for the fourth
and seventh grades?

Dr. KEARNEY. Yes, sir. The reason that we did not go initially to
the kindergarten level or to the first grade level was becanse of sone
of the technical pioblems inherent in measuring at that level. We are
reasonably sure that at abont grade 4 we are getting some reasonable
;nmsnmﬂ of cognitive skills. It is mnch more diffienit at the first grade
evel.

Another factor was simple economics, so to speak. A child at the
fonrth or seventh grade level can very easily handle a sepavate
ccore sheet most often. and can transfer his answers to that score
sheet which. of conrse, is more efficient and more economical in terms
of processing 300,000 students’ scores. At the first grade level you
almost have to resort. withont exception. to having the child write
his answers or mark his answers in th same booklet. which at the
present time wonld require hand scoring of al} this.

S0 we do eventually intend to gather date at that level. It was
simply a problem that we did not think we conld handle at that peint.

Senator HarT. As you have deseribed it, in using thissurvey achieve-
ment test. von report the raw score and the comparative percentile
figure. Now., obviously. of conrse. in drawing up percentile figures,
somebody is going to be first and somebody is going to be last.

Has the State made any jndgment on the meaning, the significance.
in terms of education. of the raw figures? For example, at what point
does a raw figure—a raw score mean that the child is getting a poor
edncation?

Dr. KEarNEY. Well. whether it was a raw score or a percentile from
the assessment batterv—if we had a very low score on a child. T would
snspect that as that data is fed back to the local distriet that some-
Fody would be taking a look at that aud coming to one of two con-
clisions in general, either that that was jnst a bad testing situation
or that they had other kinds of information which vonld corroborate
the fact that this child is at such a low level of efficiency—and they
wonld move on from that point.

But it wonld be incorrect. Senator, to say that because a child scored
at such and such on our assessment battery. that ergo, he was, without
question. deficient. It would be an indication that somebody probably
had better look and somebody had better find out whether or not that
wassimply a bad testing sitnation, or there were other data to support,
indeed. that the child was at that poirt.

Movine Away From Use oF NorMs
Another thing that T might add here is that we are using norm-ref-

¢ enced instruments. which as you well point out. puts somebody at the
top and somebody at the bottom and also puts somebody at the middle,
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and always put< 50 pereent of somebody or samething below the
middle. We are very nnich interested in moving toward criterion-ref-
erenced testing which does not really report in term< of rorms, It
snggests that yor are able to spell out what it is that vou think the
child onght toacquire and yon report the data ont in terms of the extent
to which he hasacqnired it.

That has some very, very valid and nseful purposes in an aseess-
ment effort. The only benefit is that once von have criterion-referenced
data. not only can yon nse it in that fashion. but yon can a'so report
it in terms of norms, if yon choose to do that.

The problem is. that while we have standardized testing and have
had it a long time and have had norm-referenced instruments, the
development of criterion-referenced instruments is in a relatively
early and beginning stage at the present time. There is some good work
being done in that area.

Senator Hanr. Well. absent eriterion-reference data—assuming T
nnderstand what you are talking about—absent that. a person conld
take the achicvement test scores with the raw figures and the per-
centile, and argue that everyone is getting a good education or nobody
is getting a good eduecation or that there is little difference between
the winner and the loser. Is that true?

Dr. KearsEy. Not on the hasis of the data that we have at the
present time. particnlarly in terms of pupils. There is a fairlv hroad
range in terms of raw scores. rights and wrongs. that can be had:
and consequently, a broad range in terms of reporting scores.

Senator Harr. But are you in a position to tell ns what score rep-
resents a gond and what score representsa had education ?

Dr. KEarNEY. No. sir.

Senator Harr. So the ease conld be made that it is all good or it isall
bad or there is very little difference ?

Dr. KearNEY. I guessthe case——

Senator Hagr. Until you come up with the answer?

It Is ALl RELATDVE

Dr. KearyEy. I guess the case could be made in a sense that it is all
relative. If you had criterion reference instruments what you are say-
ing before yon do the measuring is that this is a minimum and this’is
good and this is excellent and this is not the minimum: and then you
gather data and determine whether or not someone or some group
reaches that.

Senator Hazrt. Thank you very much.

Senator Moxpare. We had a witness here the other dav, the superin-
tendent of the Philadelphia school system, who wanted his school
system to be nationalized—taken over by the Federal Government, he
said. it is =0 bad. Using the Iowa basic skill test score. he said that
in 50 of the ghetto schools two-thirds of the children received a score of
16 or less on that test. which to him meant that they were unable to
understand what the teacher was saving or to function at the grade
level they werein.

There must he some similar approximate score on the test that voun
give in arithmetic and reading. which demonstrates that the child is
not getting it at all or getting it so minimally that he or she just simply
cannot function. That must be true. Again, with zero. either the child
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did not take the test or was sick or he did not understand it. At some
woint there must be some general idea that the child is just not going to
be able to function.

Dr. Kraryry. I guess T now see perhaps what Senator Ilart was get-
ting at and what yon have asked. We have. in a sense, arbitrarily <ot a
point. We did this in cenjimetion with the Section 3 Program that I
referred to earlier. and we said that any child who fallsat or below the
15th percentile wonld be a child who was defined for the purposes of
that program as in need of substantive assistance in the basic cognitive
akills. <o that lie was. indeed. deficient.

Senator Moxnark. In need of help. bat is that finding based upon an
earlier conelusion that any child whe scores at 15 perventile or below
i< <0 far behind that he or she cannot function in that class?

Dr. KeArsEY. No. It was not based on that kind of assumption. Sena-
tor. We do not really. in all honesty. have a point in that scale at the
present time which unequivocably could define for you where it is that
a2 minimal level is achieved. In fact, we have attempted to do this. in
come sen<e. after the fact : we intended to report back the 1970-71 data
in this fashion. but we were not able to do 1t because of the technical
diffienlties involved.

Senator MoxparLe. Well, how many questions would a child have
answered correctly if he achieved a 15 pereentile score! What percent-
age of questions asked did the child answer correctlyv?

Dr. KearxEy. 1 would have to refer to my materialsand take a look.
1 donot know off the top of ny head.

Senator MoxpArLE. If it ean be obtained quickly—otherwise. we will
proceed.

Dr. Kearsey. I can give vou a couple of examples from the read-
ing battery and the math battery. I do not have the data for putting
these together in composite achievement scores.

For example. in grade 4. in terms of reading.if a child is at or below
the 15th percentile. he has answered somewhere in the neighborhood
of upto 18 out of 50 questionson the reading subtest.

Senator MoxparLe. Answerad correctly ?

Dr. Kearsey. Yes.

Senator MoxnaLE. So he got 32 wrong?
Dr. Kearxey. Yes: or he did not answer 32. On the mathematics,

for example. at the fourth grade level. a child who is at or below the
15th percentile has answered approximately 14 out of 0.

Senator Moxparr. How many would the child have wrong at the
95th percentile?

Dr. Kearsey. The 95th percentile. at the fomun grade level on
mathematies. he would have answered 35 ont of 40 coirectly.

Scioor, RANKING

Senator MJoxpare. If von had a school that ranked at the 95th per-
centile. would that mean that most of the children were at that score,
or is that a different tning? Is the school ranking percentile different
from the test ranking?

Dr. KEARNEY. Yes. sir: it would mean in that instance that the
avernge in that particular district—the average pupil at that level
had answered 35 out of 40. There would have been some considerable
number of pupils who answered above it and some who answered ;
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below it. What we have is a percentile rnking for individual pupils,
<o vou have quite a broad range: and then we have a percentile rank-
ing for schools which reduces that range hecause von are taking aver-
ages: and then a percentile range for districts which has reduced
that range, too.

For example. the district which might score at the bottom of the
percentile ranking in terms of district mean scores on compaosite
achisvement will have som> children in each of the 10 deciles of the
distribution. In other words. it may have 4 or 5 percent of its children
who are scoring up at that 90th to 95th percentile. but it may have
15 or 20 percent of the children who are scoring down at the bottom
of the seale. So yon get a broad distribution in each school district.
There is ot a school district in the State of Michigan which does not
have some children. on the basis of this battery, who are not achieving
in the 00th or 05th percentile.

Senator Moxpark. Yon have some schools in the rich white siuburbs
where children are kicking the top off the test. most of them. and then
vou have some schools in the heart of the ghetto, with poor. disadvan-
taged children that are kicking the hottom off the test ; is that correct?

Dr. KrarvEr. Escentially.

Senator Moxpate. How wonld von describe one of the worst and
poorest black ghetto schools in terms of the degree to which their tests
reflect underachievement? ifow many children wonld be under-
achieving?

Dr. KearsEY. Tet me attempt to do it in this way—and I am sorry
I do not have some other data here. First, let me atiempt to do it in
terms of the district in general. Going back to myv previous example
of nsing the 15th percentile as the point where they were in serions
need—and remember, these are State norms: these are not national
norms—this is the actual norm distribution in the State of Michi-
gan—the average district in Michigan. of conrse. wonld only have 15
percent of its children at or below the 15th percentile. We do have
districts who have up to 48 percent of their children who score—
at the fourth or seventh grade level—down in that particular category.

When vou break that down and go into individual school build-
ings. there are cases where about 50 percent of the children scored
at or below the 15th percentile on the basis of State norms.

INTRA-ScHOOL DIFFERENCES

Senator Moxparr. T read a recent stidy out of Harvard in which
they concluded that within-school differences are as great as inter-
school differences. In other words, if yon looked at school A and
school B and you averaged the results of each. you may find differ-
ences. But von have to look as well within a school. beeanse of track-
ing and so on. Yon may find some superb classes with excellent
teachers, doing verv well. even thongh the average of that school is
an abhomination. Thus. it is essential not. only to look at a school.
hnt to look within a school at classes and almost at teachers and chil-
dren to know what is working and how well they are doing.

For example. yon may find a black ghetto school that looks very
bad by statewide standards but. in fact, over the last 10 years it may
inst be that the percentage of children ahove class level has improved.
So you condemn the school when, in fact, with all the disadvantages

- 127




3N}

they are working with there may he o prmmpnl and some tenchers
cenlly doing 4 farely goend job But within that e« whool, you
ey Ao hind that the desndvantiaged ehilifren are being badly cheated
Parripnews 0 f the traselang ey stem,

Are all those things possible!

Dr. Kewsey, 1 oam <ure they are. We tend to look at o State and
we temd o look ot the dhistnete and we the ditfeenevs Letween s
tricta: and the nest atep. of course, is to sew that within ditrict daf
forenees are greater than between districts s and You are taking the next
logient step, which s probably ae important, that within school (i
ferences nre probably as great or greater than interschool ditferenees,

senator Mosparr, Your data dovs not get down that far, doewit!

Dr. Krarsrr. We give back to the loeal school districts data on all
the Hth and 7th graders. We do not gather the data in terms of par:
ticular clusses within that 4th geade setup, but it would be poesible, of
course, for the school district that chose to do that to look at the data
from that aspect.

Senator .\{osn..u.r:. I take your data to be supportive of the general
Coleman thesis that the higher SES classes do better than the lower
SES classes. Thus. it just might be true that if you could bring poor,
disadvantaged children into a stable, advantaged school life in num-
bers which did not cause white flight or disrupt the process of the
majority attitudes and incentive and the rest. that this might result
in 1 better achievement level for disadvantaged children than being in
an all-disadvantaged school. In other words. n quality integrated
setting.

Iave you tested schools where you have a quality integrated
environment to determine whether t{w poor children in that school
system are doing better than poor children in a totally disadvantaged
school body to determine whether there is a difference 1 performance ?

Dr. KEARNEY. No, sir; we have not done that.

RorLe OF INTEGRATION IN ACHIEVEMENT

Senator MoxpALE. Isn’t that somewhat strange, when really it seems
to me you have got three or four major strategies that are being
thrashed around. One is money—sock it to them in the ghettos with
lots of money. Another is integration; I am not talking about color
mixing, I am not just talking about mixing poor blacks and poor
whites, I am talking about an environment Wgere you have an ad-
vantaged school population that does not feel threatened and you
bring in poor, disadvantaged children, without threatening the good
school system.

Do you have schools like that in Michi an?

Dr. Kearney. I suspect we do. AsIsaid, we have not taken our assess-
ment data and pursued this question; primarily, I think, because there
are any number of questions that need to be pursued with the resource
that we have in that data. However, because of some limitations on
our own part, I suspect, we have not been able to do that. We have
encouraged competent researchers from within the State or from out-
side the State to come in and pursue some of these questions with the
data. We have underway two or three things in their initial stages
with some people whom we think are very competent to do this. Our
problem, Senator, has simply been time.
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wanator Mownare, Wonld ot b farr to sty a8 thie pont. fur the
remennn you have cited that your data dowe not bewr b ali un the value
of quality mtegration from an education! dandpoint ¢

Iy Keanvey Nt ronlly

senptor Harr [ wish you did have that data, Dr. Kearney, bt hav
ing @awd that, [ think we aleo ought to sny that Michigan haa, as faran |
know, done & vastly greater job in the effort to identif  he factore that
make for good and bad rdumation- where we stan.  district hy dis:
trut--than perhape any place in the vountry. T ans glad 1 am herr
thix morming to thank you for it

Dr. Kranwey. Thank you, Senator.

Senator Mosparr. I agrer with that. Thisa 10 a pioneering effort.
Omne of the key problems in American education is that the public s
not permitted to know, what one statistician enlled the “hot facts.” Not
how many bricks or desks, but how are the children doing and the out-
put questions. Michigan is to be commended for being ore of the first
to grapple with thiv highly explosive and yet essential effort. and |
commend you for it.

Senator Harr. Iet me just tell Dr. Kearney that I have been read-
ing in this field over the weekend. [ot me try one statement that may
ease the concerns of those who feel that our formal educational procss
n}xl\d its product is unsatisfactory. To what extent do you agree with
this:

A major illusion on which the school ayatem rests is that most learning ls the
result of teaching.

Now, maybe to buttress that a little in defense of the fellow whom I
am quoting but will not identify:

Teachiny. it is true, may contribute to certain kinds of learning under certain
circumstances, but most people acquire most of their knowledge outside the school

and 1n school only so far as school, {n a few rich countries, has become a place
of confinement during an increasing part of thelr lives.

OursipE INFLUENCE INSTRUMENTAL

Dr. Kearney. It has got to be John Holt or one of his colleagues. I
would, I guess, certainly not disagree with the statement, Senator.
There are all kinds of things that go on and all kinds of influences that
come to bear upon a child or a youth outside of the school environs,
and he brings these things with him into the school situation and the
school is attempting to, in a sense, capitalize on these things to move
lfxim further in the areas that the school properly has the responsibility

or.

I do think there are a lot of people in our Nation today who as-
sume that the schools can do all things, and I do not think that they
can do all things. I think there are so many outside and nonschool
related factors operating that it becomes extremely difficult to put this
kind of a burden or onus on the schools exclusively.

The schools certainly have a role to play, but T suspect they cannot
be all things to all men.

Senator Harr. While the chairman is regrouping here, I should
add that, simply because a great deal of learning seems to happen
casually, simply because it is a byproduct of some other activity, 1t
does not excuse us from attempting to shore up planned learning
which we describe as the school system.
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Irr Keaavwey Right. Thure are alternativee, you know, that § think
ahould properly be axplorsd and pro serly munde avaclahie foe ifarent
kinds of learning «ituations, [ thin Mr Balmonds suggested swme
thenge that we wars doing 10 the sres of vireer educaton, for example,
that epenk vrtmllv to thie point,

Senator Hawr, ‘The enaiext example of what that frllow wan talking
alwut was that you are much more hikely to learn a swcond language
t! you go live with your grandmother or marey a foreign born girl,
than if youspend 3 yenrs ina (ierman class.

Dr. Rrarvey., Yen

Senator Haxr. ‘That 1e the point that [ think this fellow is naking.

Senator Monparr. [ think one of the classic examples of failnres 0f
the traditional system in this country is greeting the child who c=-
not speak English with a teacher who cannot speak the childs laa-
guage—Mexican Amerncans, Puerto Ricans, by the hundreds of
thousands, especially Indian children. There are 200 Indian languages
in this country. By and large, the first day in school consists of »
teacher talking to them in a foreign language, out of a textbook that
usually does not relate to the child. How that could be continued and
thought to be education. I do not know.

There is one other question I wanted to ask. Do you suppose that
we are getting—and I know your testimony tried to deal with this
issue—getting too hungup witf‘\ cognitive scores? I think a person has
to read nnd write and be able to function in the classroom, but he does
not have to be number 1 to be a very useful. contributing citizen, There
is » Harvard study which indicates that there is only n very loose cor-
relation between high cognitive achievement and educational attain-
ment. There are a lot of social students in college who do very well in
life and doa lot of important things.

Do we overemphasize the cognitive achievements, Doctor?

Expuasis oN Basic SKILLS

Dr. Kearvey. I think there is a danger of doing this, Senator.
There is o danger, for example, in what we are doing. Because of
limitations that we have at the present time, reading and writing and
arithmetic become highly visibYe and are translated as the primary
purpose of the school. This is something we are very much concerned
with and why I say we would like to expand the program, as it were,
horizontally to other kinds of areas. )

For example, at the present time we are seriously considering try-
ing, at least on a sampling basis, to come in with some experimental
items in the area of fine arts, particularly music. I think there are a
lot of people in Michigan who would think that, among other things,
a child as a result of going to the public schools ought to have some
experiences with basic learning and understanding in the area of
music, and this could go on and on.

I think there is an inherent danger in mounting these programs
that we do not simply stop at that point and deal with nothing more
than reading, writing and arithmetic. I do think they are fundamental.
I do think they are essential and certainly ought to be an integral part

of any education.
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THE MICW IV SDUCAT IDMAL AIIKISHENT PRIM.AAN

Prapeara Avcremsor ST Dy £ Milip Rearner
Assceiats Supsrintendent fue Rossarvh ond Sehcol Mdministeod ivn,
Wiohigan Depertment of Bduset ton

be lavs the

L. 3. Senate fwleet Cummittiwe
. Bgual Rlucetlonal Opputtunity

veshington, 0.C.
Novenbet 1, 1¥/1

Me. Chalrman end semdere of the cowmittse, sy name 18 Philip Kesrney.

1 am the Associste Superintendent for Resesrch end School Adminietrstion,

Michigen Dapsrtmant of Bducecfon. On behalf of the State Board of Rducetion

and the Michigen Departmsnt of Rducation, ! sm plossed to de here todsy end
to describe for you the Michigan Educational Asvessment Program.

My statsment is divided into three perts. In Part I, I shall dascride

for you the educations]l aeeessment progrem oe it vas firet conceived and

implemsnted {n 1969-70. 1 shall aleo dtscuse drisfly certain of the majur

findings of the 1969-70 effort. 1In Part II, I shall deescribe the asssssment

program as it operated during ite second year, 1970-71. Finally, 1 shall

discuss the objectives and procedures of the 1971-72 educational asssssment

program. I aleo have attached to this statement a bibliography which liste

the several uveilable reports in our assessment seriea, as well ae other

available articles snd documents describing different aepects of the program.
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K Asvguen LS, 1IN, ihigan verar Wil Wilillen st ginet Lt
taw Public A¢: NP, . ¢ the .seual Besevar, tRie swant eppearmd 7 no gleat
laport. (T wa® on svent that Aad recuread snaually fov 'he peer 130 ¢ amre
yoare. T™he Jurpoes of Act 10! waa to sppyapriats opseeting funde to the
Department of Rducati v foe the [382.70 fiecal yeae. Of jrear signiticance,
Rowever, was & eectisn newly alded to the Bill which launched the Stacas of
Michigan on an unprecedentsd effort directed toward asesseing the progrese
of the State'e K-12 educaticnel eyetem.

Under the provietone of Section 14 of act )07, the Michigan Department
of fducat ion wae provided with funde and given s sandate to undartake: (1)
tha planning and development of & State program for a pericdic and compre-
Neneive saseesment of educational progress, and (2) the iwmediate assavesment
of certain baetic ekille at one or more gradas lavele during the 1969-70
echool year.

The August 12 eigning by Governor Millikan rapraeented tha culaination
of eeven monthe of effort on the part of the State Board of Education, the
Superintendant of Public Inetruction, snd Department of Education ataff.
Recognizing the acarcity of reliable information concerning the prograss of
education in the State of Michigan, staff membere in the Department 'a Bureau
of Research, early in 1969, began developing s series of etaff papera
outlining the problem and suggesting alternative solutione. These ideaa
vere articulated publicly in three memoranda from Dr. Ira Polley, then State
Superintendent of Public Instruction, to members of the State Board of
Education. On April 23, 1969, the State Board of Education responded by

directing the Superintendent to prepare end submit appropriate legislation
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WMot 10 sennasumnt ' Wew fid (t Sitlee from enyehing we elrsady wete
doing® Wy did we emdark on sueh o progren’ Whet eill Bbe the denefirs’
theee end eimiler quee: i ne Have Desin, ore delng, end perdadly will continue
to Do teloed By achiul peoples and the genecel pubdlic.
tet uve flest consider the question, "Whet Le aesesement ' We tnitlslly

defined sssessmant a8

Tha determination over time of the ocutcomms of educatica

interprated (n light ~f differing resource levels and

diffaeing community end pupll dackground characteristice.
There veta at least four sesumptions tmplicit to this definition. [Firsy,
there ves the implicit assumption that tha leerninga children acquire as s
result of echooling are related to or influenced by a great many factore—
both echool and nonschool. Second, thers wes the assumption that, although
there sre identifisble purposes and goale of education which may differ
from district to district, bduilding to duilding, and child to child, thers
also are certsin common goale and purposes tovsrd which all public schools
in Michigan are or should be working. Additionally, there was the assumption
that these common goals and purposes could be identified and agreed upon.
Third, there vas the assumption that methodologies were available, or could
be developed, which would allow one to determine the progress made toward
echieving thase goals. Fourth, our definition contained the implicit
assumption that performance levels as well as the many factors that influence

performance were inequitably distributed among Michigan's public schools.
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the performance of two groupt with di1 (Corsnt wpportunitied would be tantsmnunt
s compar ing the outout of twe petroic sutomndila plsnte when one hae spe~ial
machinecy, sncellent working condlitiona, and enperisnced worksre whila the
cother has cutmnded machlinery, a poor working environment, sad {nexperienced
wothsrs. To look at production without slec conaidsring the rew satarisls
svsilabla for produ tion could lsad to wrong conclusiona about the procsss.

Henry Dyar, in discussing s plen for svsluating the quality of edu-
cational programs in Pennaylvanis, identifiss four critical fsctora that

1 the first of thses ha terms

sffsct the operating of a school systewm.
input, that is, the characteristics of the children wh-~=m schools must tsach.
As Dyer points out, "pupils sater school with different abilities, attitudes,
vslues, and habita, and the school hes to stert with tha children aea it

finds them."? The second criticsl factor he terms conditions—schools

esrry out their operations under "differing conditions in the howe, the
school, and the comaunity thst put unavoidable constraints on vhat e school
can accomplish with its pupils. A achool in an urban alum must cope with
conditions vastly different from those confronting & school in an upper-

class auburb."3 The third critical factor identified by Dysr ia educational

process—different schools attsck their unique set of inputs and conditions
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goale toward wh' N all public ecnonte «n Michigan ehould Yo worhing Mie
was not to deny the exletence . f .ther quals and purpoass yhich may de unique
ty & given district, o given dbutiding, & glven class, or & given pupil,
Rather it waa t. assert there (e a commonality of edecaticnal purpeses
throughout the schools of Michigan, Everywhers in the State, schocls are
tesching children to read, to write effectively, to add, subtract, multiply,
and divida. A recent bullatin o€ the Naticnal Education Association puts it
this way.

"Throughout our countty there is a similarity of edu-

cational objectives—and a diversity of means to achieve

them. Schools everywhere are teaching children to resd,

to usa language effectively, to computs, to solve

problems requiring the collection and application of

relevant data, to develop employabls skills, to under-

stand our government, and to take sn {nformed part in

civic affairs. These are common aims; we differ in the

means ve use to attain them."%
We proposed that the common aims of Michigan's public schools could be

fdentified and that consensus could be achieved among educators, scholars,

and lay citizens ss to what these common aims ate or should be.

The Third Assumption

Our third assumptfon held that methodologies for measuring, or other-

wise determining, sttainments in these common goal areas existed at the time
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yot very inadequate. [hie doss not meen we should watt for perfect tovle,
{t msans we should admie tte imperfecticne of out {nstruments and wotk to
{mprove evaluaticn techniques uwver time. 1t also msans that we should e
very cautioue in the {ntecpretati-n of results.

In an assessment of educstional prtogtess for Michigsn, wa emphasized
that: (1) the mmasurement of instructional outcomes need not, in snd of
ttsaltf, Se conaidared a sufficient indicator of educational performance,
but rather just one component of the many and varied State and local effrres
to understand the proceas of education; and (2) the assesspent effort need
not limit itaelf to the Yeasy-to-measure” aapecta of pupil achlevement. We
maintained that, over time, a comprehenaive battery of instrumenta could
‘be developed to survey both cognitive and affective outcomea within a wide
jrange of subject areas; and efforts could be continuously underway to

{mprove imperfect assessment methodologies,

The Fourth Assumption

Our fourth assumption held that performance levels and the many factors—

both school related and nonschool related—that influence performance vere
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$443,7

There appesrad to de little question, then, but thet perforasnce

levels, resource lavels, and community and pupil dackground charecteristics

were inequitably distridbuted among the school districts of the State.

Furtharmore, thers was strong evidence to suggeast that such inequitias vere

aven mora ex:reme within tha State's larger districts.

Why Assess?

There vas & fifth assumption implicit in the initial effort to assess
education in Michigan, namely, that the information acquired would be
useful. The existing situation, as described in the above discussion of
our fourth assumption, offered the most pressing reason to embark on a
state-wide program of educational asseasment. Evidence of instructional

outcomes for Michigan's schools—at least on a state-wide basis—was virtually
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nonex istent as a guide upon which to base future action. Aside from Thomas'

work—and it is important to note that, for the most part, data on per formance

were not available to him—the evaluation of this State's performance in

meeting the needs of {ts pupils, in providing equal educational opportunities

for all of its citizens, and in upgrading the quality cf its educational
effort—remained at best a guesswork procedure. We did not know how
efficiently, or how equitably we were educating our chil.ch:en.8

The ultimate goal of the assessment effort, then, was to provide reliable
an . meaningful information on the outcomes of public alementary and .aecondary
educstion in Michigan {nterpreted in light of those important school-related
and nonschool-related factors which influence the attainment of these
outcomes. A second goal—and one closely related to the one above—was to
improve the basis for educational decision-making over time., It was expected
that with more and bettex {nformation: (1) the general public would increase
its understanding of the attainments, the needs, and t:hbe problems of the
schools; (2) the State legislature would be better able‘to enact legislation
appropriate to the educational needs of the State; (3) the efforts of the
Department of Education would be facilitated in {dentifying needs and
priorities for purposes of planning and directing the improvement of education
in the State; and (4) local school districts would be assisted in tﬁeir

efforts to identify needs and priorities as they plan and administer local

1
\

school programs.

Assessment Activities for 1969-170
Now that 1 have discussed briefly our initial thinking regarding the

nature of assessment and the reasons why we should assess, the next logical
quastion is how did we go about it? What activities took place during

1969-707 As atated earlier, the legislation regarding assessment consisted of
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two parts. The first part directed the Department of Education to begin the
planning and development of a comprehensive and periodic assessment of edu-
cational progress. The second part of the legislation directed the Department

to undertake immediately an annual assessment of basic skills.

Planning and Developing a Comprehensive Assessment Program

The more difficult task was to plan, develop, and implement a compre-
hensive assessment program. And it should be emphasized that we felt that
full development and implementation of such a program would not be achieved
in the period of one year—nor would it be achieved without the ¢cooperation
and involvement of professional educators and lay citizens.

We viewed the planning and development phase as involving two inter-
dependent stites: (1) identifying and defining the goals of Michigan edu-
cation, and (2) developing techniques to assess these educational goal areas.
In order to identify and define those educational outcomes that are deemed
egsential for young people to live constructively in our society, we proposed
the formation of a committee broadly representative of the lay public,
scholars, and professional educators. The purpose of this group was to assist
the Department in reviewing, defining, and clarifying the State's common
educational goals. In June of 1970, this task force presented its recom-
mendationa to the State Board.

The sacond stage of the planning and development phase required that
the goals identified be translated into pupil performance and techniques be
developed which would give an indication of our progress toward these goals.
For example, an educational goal might be that '"the schools should help
children acquire understanding and appreciation of peraons belonging to social,
cultural, and ethnic groups different from their own." As herein stated,

progress toward this goal would be difficult—if not impossible—to measure.
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Yet, if this is an important goal, we felt that techniques must be developed

which would assist us in determining the degree to which we have been

successful in actaining this objective.

As these goal areas were defined and operarionalized, as performance

data on outcomes were subsequently made available, and as data describing the

factors that strongly influence performance levels—1i.e., data on the "inputs"

ond "conditions"—vere collected and fed into the system, then we felt that

{nformation would become available to provide answers to the following basic

questions:

1. For the State as 8 whole, what are the present levels
of inputs and the levels of educational performance?

2. TFor Michigan's geographic reglons and community types,

what are the present levels of inputs and the levels
of educational performance?

3. Do schools that score high (or low or average) in the
various input measures also score high (or low or
average) in educational performance levels?

4. What changes over time may be noted in the answers to

the above questions?

Assessment of Achievement in Basic Skills

The hasic skills component of agsessment rested firmly on the assump-

tion that at least one common goal area for Michigan education—namely, the

acquisition of basic gkills in the use of words and numbers—already had

been identified and defined, and that techniques were available to begin

agsessment in that area. Unlike certain outcome areas such as those dealing

with attitudes, aspirations, and interests, we felt that implementation of

a program to 88888 basic skills would not require gaveral months and years
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of planning—but could be undertaken almost {mmediately,

It was stated earlier that the principal objective of state assessment
was to provide reliable and meaningful information on both the outcomes and
related inputs of public elementary and secondary education in Michigan,
How, then, would the basic skills component contribute toward achieving this
objactive?

The 1969-70 Michigan Educational Assessment Program gathered compre-
hensive information regarding the State's schuols and school districts from
two sources: (1) educational and financial records maintained by the
Department; and (2) an educational assessment battery which was administered
to the State's 320,000 fourth and seventh graders in January, 1970. This
information was of three basic types: (1) information regarding students'
background characteristics; (2) information regarding school district edu-
cational resources (including data descriptive of finances and staff); and
(3) information regarding student/school performance (including data
descriptive of students' attitudes and students' achiavement in the basic
skills), Figure 1 presents a list of measures used in the 1969-70
educational assessment.

The 1969-70 educational assessment program was designed and administered
in order to provide information for resource allocation and for major
curricular decisions. Three specific objectiveé were stated for the program.
These were:

1. To provide data that would show the levels of educational
performance and certain other educational assessment
measures within Michigan's geographic regions and community
types (note: Figure 2 provides an explanation of the geo-

graphic regions and community types used {n 1969-70);
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FIGURE 1

Measures Used in the 1969-70 Fducational Assessment

Student Background

1. Students' estimate of socioeconomic status

School Resources

Human Resources

2. Pupll-teacher ratio*
3, Average years teaching experience®
4. Per cent of teachers with masters degrees¥

5. Average teacher salary*

Financial Resources

6. State equalized valuation per—pupil#
7. Local revenue per-pupil*

8. State school aid per-pupil¥®

9, K~-12 instructional expense per-pupil®
10, Total operating expense per-pupil#

Student/School Performance

Attitudes and Aspirations

11. Importance of school achievement

12, Self perception
13, Attitude toward school

Vocabulary and Achievement

14, Vocabulary

15. Reading

16. English expression

17, Mathematics -

18, Composite achievement (excludes vocabulary)

AThese measures were available at the school district level only
in 1969-70.
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FIGURE 2

Regions and Community Types Used in the 1969-70 Assessment

\ Region 4: Upper Peninsula

Community Types (]

Type I = Metrcpolitan Core! One or
more adjacent cities with
a population of 50,000 or

economic focal point of
their environs.

Type II — City: Community of
10,000 to 50,000 that
serves as the economic
. focal point of its
M environs.

Type TII - Town: Community of 2,500
to 10,000 that serves as
the econonic focal point

Type IV - Urban Fringe: A commu-
nity of any population
size that has as its
economic focal point a
metropolitan core or
a city,

Region 3!

more which serve as the Northern Lower Peninsula

Region 2:
of its environs. Southern Michigan

Region 1!

Wayne,
Oakland,
Macomb

Type V = Rural Community: A
community less than 2,500.
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2. To provide data that would indicate the ways in which educa-
tional performance and certain factors related to performance
were distr.buted in Michigan; and

3. To provide local school district officials and citizens with

information regarding their own district and its schools.

The Limits of Educational Assessment

Before presenting certain sunﬁary results of the 1969-70 educational
assessment effort it would be well to discuss three major types of problems
that limited the program's procedures and results. It may be noted that these
problems face all those who would devise large-scale educational evaluation

or assessment efforts.

Determining the Goals of Education

It is sald that our schools exist to serva a variety of purposes. Most
would agree that they exist in part to teach children how to read, how to
communicate, and how to cipher. It might also be argued, however, that
schools exist to do such things as teach an understandiag of rcilence and
government; to develop certain values in children and youth; and so forth.
Educational assessment programs cannot simultaneously measure all educationcl
outcomes; they must limit themselves to measurement of those few educational
goals upon which agreement can be reached and for which measurement devices
can be constructed. In 1969-70, the Michigan program measured two educational

goal areas: achievement in the basic skills and student attitudes.

Measuring Facets of Educational Systems

There are a number of problems involved in the measurement of various
aspects of educational systems. It was previously mentioned that three types

of measures were obtained in the 1969-70 Michigan assessment: student

69-828 O-72-pt, 19A—10
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background; school resources; and student/school performance. The problems
of obtaining data for each of these three types of mcasures will be discussed
separately.

Student background measures. A great deal of controversy surrounded

the Department's measure of student background in 1969-70 because the State
Legislature used these data as a partial criterion for allocating 17.5
million dollars in state aid to elementary schools with concentrations cf
so-called '"disadvantaged" children.,

Despite this controversy—and despite the impossibility of reaching
absolute agreement on a definition of socioeconomic status—SES da.ta wern?
gathered for the assessment program for two reasons: (1) because the social
background vf gtudents has been shown related to academic achievement in
previous studies; and (2) because social background has been shown related
to the level at which schools are suppor:ted.9

Four methods of obtaining estimates of students' SES were considered
by the Department in 1969-70. It may be seen that each of these has
limitations.

(1) The first method of obtaining SES data that was considered was

that of parent interviews. This method results in the most accurate portrayal

of SES because it is possible to ask parents direct questions about their
status in terms of such important factors as occupation, income, and edu-
cational attainment. However, this mathod is prohibitively expensive because
of the great number of parents that would have to be intereviewed in a
program as la.rge as the one under discussion,

(2) The second method of obtaining SES data is through student estimates.

This method has been shown to be reaaonébly valid—particularly for groups

of children—and is inexpensive., The method is limited in that some children—
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part{cularly young children—do not know important things about their families,
including income and occupation. Therefore, the method must ask for indirect
estimates of background factors.

(3) The third method of obtaining SES data is through edticator estimates
of students' characturistics. Thia method is not thought to be as good as
the one discussed above because educators must attempt to estimate the average
background c;f a group of children—and they will likely lack information about
many of the individual children. Additionally, different educators will likely
have different perceptions of what SES is—therefore, not all estimates will
be comparable.

(4) The fourth method of obtaining SES data is through the use of

census-type data such as that collected every ten years by the U.S. census,

that collected by welfare agencies, and so forth. These data are often
thought to provide the best possible estimate of studenta’ socioeconomic
status. However, there are three serious limitations to these data: (a) they
are often old (the most recenc‘availnble U.S. census data for the 1969-70
assesgment was ten years old); (b) they are often collected on a city or
county basis—and these political units are often not coterminous with school
and district boundaries; and (¢) these data are often not a good estimate of
v1e SES of public school children—particularly in areas where a great many
children attend nonpublic schools.

The 1969-70 Michigan program used the second of these methods—studenta’'
estimates of their own background. However, it muat be admitted that the
1969-70 measure was an {mperfect one anl likely did not do an entirely
adequate job of describing the social and economic backgrounds of students

in all achools.™

*Several improvements were made in this measure prior to the administration
in 1970-71. We now have an adequately reliable and vallid group measure of SES.




O

ERIC

Aruitoxt provided by Eic:

9522

particularly young children-—do not know important things about their families,
including income and oecupation. Therefore, the method must ask for indirect
estimates of background fa-~tors.

(3) Thc third method of obtaining SES data is through educator estimates

of students' characteristics. This method is not thought to be as good as

the one discussed above because educators must attempt to estimate the average
background of a group of children—and they will likely lack information about
many of the {ndividual children. Additionally, differeat educators will likely
have different perceptions of what SES is—therefore, not all estimates wili

be comparatle.

(4) The fourth method of obtaining SES data is through the use of
census-type data such as that collected every ten years by the U.S. census,
that collected by welfare agencies, and so forth. These data are often
thouvght to provide the best possible estimate of students' socioeconomic
status. However, there are three serious limitations to thest;_ data: (a) they
are often old (the most recent available U.S. census data for the 1969-70
asgessment was ten years old); (b) they are often collected on a city or
county basis—and these political units are often not coterminous with achool
and district boundaries; and (c) these data are often not a good estimate of
the SES of public school children—~particularly in areas where a great many
children attend nonpublic schools.

The 1969-70 Michigan program used the second of these methods—students'
estimates of their own background. However, it must be admitted that the
1969-7C measure was an imperfect one and likely did not do an entirely
adequate job of describing the social and economic backgrounds of students

in all schools.*

*Several improvements were made in this measure prior to the administration
in 1970-71. We now have an adequately reliable and walid group measure of SES.
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School resource measures. There are two related prublems involved in

gathering mcasures descriptive of schools. First, it is difficult to decide
what aspects of schools are important and should therefore be measured.
Despite a great deal of research, no one knows with any degree of certainty
what aspects of schools have &n impact on how well children are able to
perform.

Second, it is often difficult to measure important aspects of schocls
once agreement has been reached that they should be measured. For example,
the 1969-70 Michigan program desired an accurate measure of per-pupil
expenditure for each school in the State. However, this was impossible as
most school officials compute expenditure only at the district level in
Michigan. Thus a great deal of variation in per-pupil expenditure anc other
resource measures was masked in the 1969-70 educational assessment. A
compromise must usually be worked out between what data are desired for
educational assessment and what data are available.

Student/school performance measures. Once it has been decided what

educational goals are to be measured, the educational evaluator has the
difficult problem of fairly and accurately measuring the skills, abilities,
and achievements of different groups of children. The basic skills battery
used in the 1969-70 educational assessment was limited to an unknown degree
by the fact that it measured the basic skills of 4 viriety of children, many
of whose language patterns were "different' than "hose of "middle class'
children. The achievement data from this assesrment must be considered

limited to the extent that the achievement battery was not culture-free.

Serving Competing Interests

One of the difficulties in designing and administering large-scale

educational assessment programs is that they must serve a variety of
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different—s8nd sometimes competing—interests. This largely "political
problem is treated in detail elsewhere;m however one example of how
different groups of people perceive the proper uses of educational assessment
data may illuminste the point.

In 1969—st the urging of the former Superintendent of Public Instruc-
tion—staff of the Department of Educstion informed local educators that local
assessment results would not be publicly relessed. In 1970, a new Superin-
tendent was asked by the State's Bosrd of Education to reconsider this policy.
News of this reconsideration brought a great deal of protest from local school
administratcrs. For exsmple, a local superintendent wrote staff of the
Department as follows: 'The public release of individual district test scores
by the Departmeat uf Education would be highly unethical."

Public officials, however, viewed the issue somewhat differently. For
example, when stsff of the Department of Education informed a legislator thst
the State Board wss "considering" a policy on the release of data, he responded
in part as follows:

In response to your communicstion, I cannot stress too
strongly my shock and amazement at this tactic. Whether or
not local school sdministrators wish to have this information
released to legislators is no concern of mine nor should it
be of the Department's. As a legislator, it is my position
that I have an absolute right to the test data. Therefore,

I am requesting that you forward this information to me
immediately. In the event it is the position of the Department
that this information should not be made available to the
legislature, I wish to assure you that my first and only goal
in the 1971 legislative session will be to amend the law to
mandate the Department to provide this information.

I cannot stress too strongly my absolute amazement and
shock st your response to my request. Secrecy and the with-
holding of information 18 a classic bureaucratic technique
which hss no place in a free society. I am not unmindful of
the ressons the Department will attempt to put forth as to why
such scores should remain secret, snd I am unconvinced by
them. Therefore, I expect by return mail the test results for
my sachool districts.
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1t is not our intention here to take sides in the dispute over whether
or not local educational assessment results should be released to the public.
Rather, it is our intention to indicate that different groups hold different
expectations for educational assessment programs—and that administrators of
these programs must constantly keep these in mind as they go about their work.

Despite the foregoing limits, large-scale educational assessment efforts
are now in existence: we have had a National Assessment of Educational
Progress, severa) states are assessing their educational systems, and many

local school districts engage in comprehensive evaluation and assessment

activities.

A Summary of 1969-70 Results

This section will present a brief summary of certain important results
from the 1969-70 Michigan Educational Assessment Program, Seven major

conclusions—grouped according to the three objectives discussed above—are

presented.

The Levels of Education

One purpose of the educational assessment program was to display data
that would indicate the le_v;aﬁa_ of asseasment measures in the State's regions
and community types. These data were analyzed in three ways: by diatrict
scores, by school scores, and by pupil scores, Three major conclusions may
be drawn from these data.

First, the data indicated that districts, schools, and children in
Michigan's metropolitan core cities icored extremely low on measures of
basic skills achievement. For example, the four metropolitan core districts
in Wayne, Oakland, and Macomb Counties had an average score on the basic -

skills achievement measures that placed them below the fifth percentile on

a ranking of Michigan's school districts.
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It is not our intention here to take sides in the dispute over whether
or not locil educational assessment results should be released to the public.
Rather, it is ouL‘ intention to indicate that different groups hold different
expectations for educational assessment programs——and that administrators of
these programs must constantly keep these in mind as they go sbout their work.

Despite the foregoing limits, large-scale educational assessment efforts
are now in existence: we have had a National Assessment of Educational
Progress, several states are assessing their educational systems, and many
local school districts engage in comprehensive evaluation and assessment

activities.

A Summary of 1969-70 Results

This aection will present a brief aummary of certain important results
from the 1969-70 Michigan Educational Assessment Program. Seven major
conclusions—grouped according to the three objectives discussed above—are

presented.

The levels of Education

One purpose of the educational assessment program was to display data
that would indicate the levels of assessment measures {n the State's regions
and community types. These data were analyzed in three ways: by district
scores, by school scores, and by pupil scores. Three major conclusions may
be drawn from these data.

First, the data indicated that districts, achools, and children in
Michigan's metropolitan core cities scored extremely low on measures of
basic skills achievement. For example, the four metropolitan core districts

in Wayne, Oakland, and Macomb Counties had an average score on the basic

A

skills achievement measures that placed them below the fifth percentile on

a ranking of Michigan's school districts.
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Second, the data indicated wide variatfons in the performance of types
of districts and schools within relatively small geographic areas. For
example, urban fringe and city districts 1in Wayne, oakland, and Macomb Counties
scored above the state-wide median on achievement while—as mentioned above—
metropolitan core districts scored below the fifth percentile.

Third, the data indicated that the State's rural school districts scored

generally low both in achievement and in the amount of resources expended in

schools.

The Distribution of Education

A second major purpose of the educational assessment program was to
display data that would indicate the manner in which educational assessment
measures were distributed in Michigan in terms of both achievement and
socioeconomic status. That 18, we were inte.rested in knowing whether those
schools and school districts that scored high (or near the state median or
low) on achievement or SES also scored relatively high (or near the median
or low) on the other educational assessment mezsures. This methodology—
while not very sophisticated—does provide graphic evidence of the relationship
of educational measures to both achievement and socioeconomic status. Two
major—and not unexpected—conclusionu were drawn from these data.

First, there was evidence of a relationship between the level of basic
skills in schools and districts and most of the oth assessment measures.
Although we noted several exceptions, we generalized that in Michigan those
districts with high achievement also had a relatively high level of socio-
economic background and of school resources.

Second, there was evidence of a relationship between the level of
socloeconomic status in schools and districts and most of the other assessment

measures. Again, although we noted several exceptions, we did generalize
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that in Michigan those districts with high socioeconomic background also had

a relatively hizh level of school resources and of basic skills achievement.

Local Uistrict Rasults

ERIC

During the summer of 1970 local results from the educational assessment
program were mailed to each of the State's local superintendents. We were
able to make two generalizations regarding these local results.

First, there was a great desl of variation among the State's school
districts on the educational assessment measures. As an example, we mey
compare results of two districts in goutheastern Michigan. The first district—
one of the State's largest—had an average fourth grade "score”" on reading
achievement of 44.8. This means that the ‘average” child in that district
was able to correctly answer nineteen of forty questions on the reading
portion of the assessment battery. This district had a "score" of 48.3 on
SES, it had an jnstructional expense of §543, and thi'.rty-ux percent of its
teachers had masters degrees. A second—nearby—district had an av;arage
fourth grade "score" of 56.8 on the reading portion of the assessment battery.
This means that the "average" child in that district was able to correctly
answer twenty-nine of forty questions on the reading portion of the assessment
battery. This -district had a ngcore" of 62.6 on SES, it had an instructional
expense of $690, and fifty-four percent of its teachers had masters degrees.
1t may be noted that these districta did not measure the range of district
scores in Michigan—the difference between the high and low district would
be somewhat greater than that indicated by comparison of these tuo nationally-
recognized school districts.

Second, we found a great deal of varistion among aschools within districts
on performance. In the large district described above, for example, an

elementary school in an affluent neighborhood had an average "score" of
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56.9 on reading and a "disadvantaged" school hed & score-of 35.7. Thia means
the children of one school were able to correctly snswer an average of thirty
of forty resding questions while the chiidren ot snother were only able to
answer an average of twelve of forty questions. Although the range in this
district is extremely large as a partial result of its large size, many other
Hi.ch!éin districts exhibited wide variation smong their schools on basic skills
achievement.

A more complete recounting of 1969-70 results is available in certain

of the reports listed in the bibliogi‘nphy.

PART II

THE SECOND YEAR OF THE PROGRAM: 1970-71

In August, 1969, the State Superiatendent of Public Instruction had
introduced the initial thrust of the Michigan Educstional Assessment Program
by ewphasiring that:

the full implementation of a meaningful sssessment program
vill not be achieved in the period of one year. Nor will it
be schieved without the cooperation snd involvement of
professional educators and lay citizens. The task at hand

is a complex one and will necessitste systematic planning and
development over a period of many months. The activities
which will be undertaken during the 1969-70 school year
represent only a beginning step in a long-range program
designed to provide better and more comprehensive information
concerning the level, diatribution, snd progresa of education
in the achools of our State.

As was indicated in Part I, that beginning step was tawen in 1969-70.
In this part of my statement, I shall describe the educational assessment
program aa it wes modified and carried out in ite second year, 1970-71.

It is appropriate that, in introducing this section of the paper, three
fmportant additions be mentioned. First, it is the State Board of Education's
intent to publicly release local asseasment results from the 1970-71 program.
This will insure that public officials and others will have access to this
data—although the assessment data will be relessed to local superintendents
prior to its general publication.

Second, it should be mentioned that 17.5 amillion dollars in State money
was allocated to elementary schools in 1970-71 sccording to criteria of social
deprivation and pupil performance from the 1969-70 educational asseaament.
That is, schools with concentrations of low-schieving and low aocioeconomic

status children—as determined by the 1969-70 educational assessment—were

provided compensatory money to improve their instructional programs.
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Finally, it should be pointed out that the 1970-71 assessment plans
benefited from a great deal of involvement of local citizens and educators.
Probably no major program operated by this Department has received more
scrutiny and discussion than the educational assessment effort. This involve-
ment accounted for many improvements which, we believe, resulted in an

improved administration of the 1970-71 Michigan Educational Assessment Program.

Objectives of the 1970-71 Michigan Educational Assessment Program

Following the pattern set in 1969-70, the 1970-71 Michigan Educational
Assessment Program gathered, analyzed, and reported three basic kinds of
information descriptive of educational systems: (1) information regarding
students' background characteristics; (2) information regarding schooi and
achool district educational resources; and (3) information regarding etudent/
school performance (including data descriptive of attitudes, dropout rate,
and achievement in the basic skills). Again, following the 1969-70 pattern,
this information was gathered from three basic sources: (1) an anonymous
pupil background and attitude questionnair~ which was administered to all
fourth and seventh grade public school students; (2) records held in the
Department of Education; and (3) a basic skills achievement battary that was
administered to all fourth and seventh grade public school .students. One

. impoctant wodification should be noted regarding the 1970-71 basic skills
achievement battery. The 1970-71 achievement battery was lengthened to
ensure that it would be reliable enough so that results from it could be
reported for individual students (the 1969-70 achievement battery was reliable
only for group reporting).

Four basic objectives were set for the 1970-71 Hichigan Educational

Assessment Program. Each of these is discussed below in some detail.

e 159
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Providing State level public Information

Again, following the pattern set in 1969-70, the first objective of
the 1970-71 Michigan Educational Assessment Program was to provide members
of the State Board of Education, the Executive 0ffice, and the Legislature
with information needed for allocating the State's educational resources in
a manner b-ut calculated to equalize and improve the quality of educational
opportunities for all children in the State.

The very first report in the educational assessment series made the
assumption that "the most important education-related problem facing the
State—and indeed the nation—is the inequitable distribution of school
district performance levels and their correlates,"

In order to meet the first objective of the educational assessment
program, answers to three basic questions were sought. The questions and

methodologies that were used in answering them are presented below.

1. what is the level of basic skills achievement and of other edu-

cational assessment measures in Michigan and in Michigan's community and

district types? An explanation of Michigan's community and district types
vas presented in Figure 2 on page 13, The first question will be answered
by displaying summary data for each of Michigan's community and district

types. Thus, it will be possible to understand differences on the educational

. _measures between, say, metropolitan core cities and urban fringe areas. This

information will be derived separately from district-level, school-level, and

individual student data.

2. Do achool districts (or 'schools) that score in the upper (or .

middle, or lower) third of a ranking of Michigan districts (or schools) on

composite achievement also score relatively high (or in the middle, or

relatively low) on certain othex assessment measures? The £irst question
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seeks to explore the level of educational sssecament measures in Michigan
and in Michigan's community and district types. It {s the purpose of the
second question to describe how certain messures are distributed in Michigan.
The fundamental difference between the two queations is that the first aseeks
to determine the level of each educational assessment measure independently;
the second seeks to determine the dimtribution of messures in terms of
district (or achool) scores on achievement.

The methodology for answering tl.is queation is as follows: (1) the
average achievement scores of districts (or schools) in the top, middle, and
bottom thirds of a distribution of Michigan districts (or schools) will be
computed; (2) the average score on other assessment measurea will be computed
for those districts (or schools) falling into each third by achievement; and
(3) the scores will be graphically portrayed in tabular form.

It is planned that similar diatributions will be made in terms of
district (or school) scores on .socioeconomic status. This will make it
possible to understand, for example, whether or not those Michigan districta
that score relatively high on socioeconomic status score—on the average—
relatively high on basic skills achievement.

= —— —— i S — ——— ———t— —————  ——— — _———— ————

cational assessment messures in each of Michigan's school districts? : As was

noted earlier, it i1r ;'wnned that locsal diltx;.ict assessment results will be
publicly reported in 1970-71. Most of the educational measures will be
reported in three ways in this report. First, a score will be reported for
each measure in "raw" form. For example, the percent of teachers with

masters degrees, the average years of teaching experience, the pupil-teacher

ratio, the K-12 instructional expense per pupil (in dollars), and the average

score of students on reading will be reported. Second, these acores will be
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reported in terms of their position on a prrcentile distribution of Michigan

T et L

school distriéts. Third, scores will be reported in the form of a decile
distribution indicating the percent of fourth and seventh grade pupila who
scored in each decile on composite achievement.

Information to answer the above three questions will provide the State
with valuable information regarding the level, distribution, and equality
of educational programs and student performance in Michigan. This information
will be useful as deliberations are held regarding the allocation of State

resources and the design of major educational programs.
I
Providing Information to Local School Systems

.'Ihe second objective of the 1970-71 educational astessment program was
to provide citizens and educators in every school system with basic infor-

mation regarding their district and its schools, Thia information will

assist them in making local decisions regarding the allocation of resources

and the design of educational programs,

As was indicated above, several studies have shown differences in
educational offerings among the State's school districts, Those studies—
and others—have also shown disparitiea in educational program offerings
within school districts. For example, Sexton in her study of a large
Michigen city, provided evidence of significant class-related differences in

the quality of educational programs among achoola.u

Data from large-scale educational assessment efforts are also useful
in the improvement of all aspects of educational curricula. For example,
assessment information can identify strengths and weaknesses in certain

areas of school performance,

Local educators have been provided with assessment information and .

explanstory materisls from the 1970-71 educational assessment, Two basic
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kinds of explanatory materials were provided: (1) norm tables that may be
used to display local assessment data and (2) information that explains the
meaning of the assessment m;éasures, their limits, and their uses. These
materials may be used to answer two questions at the local level. These

questions and tentative methodologies to answer them are presented below.

1. what is the level of basic skills achievement and of other edu-

cational assessment measures in the school diatrict in relation to other

districts? Local educators may answer this question by displaying daca for
their school district on norm tables that were provided together with 1970-71

' educational assessment results.

2. what is the level of basic skills achievement and of other edu-

cational assessment mcasures in each school of the school district? Local

educators may answer this question by displaying data for each school of
their district. Again, norm tables were provided for this purpose together
with 1970-71 educational assessment results. These data should help indicate
which schools within a district have most need for additional educational

resources and improved educational programs.

Providing Information to Students and Parents

The third objective of the 1970-71 program was to provide school
. districts with basic information regarding students that will help the
students, their parents, and educators to assess their progress. Additionally,
this information was used by districts to identify students who have extra-
ordinary need for assistance to lmprove their competence in the basic skills.
Act 38 of the Public Acts of 1970 states that the Michigan Educational
Assessment Program shall identify students '"who have extraordinary need for
assistance to improve their competence in the basic skills." It further

states that the Department of Education '"shall provide remedial assistance

Aruitoxt provided by Eic:
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programs, as funds are made available by law to school districts to raise
competencies in basic skills of students identified (in the above statement:)."*
Local educators will be able to answer one question regarding each

student who completes the basic skills achievement battery.

1. What is the level of educational attainment in the basic skills of

each child who completes the basic skills achievement battery? As was

mentioned above, individual achievement results will be 8cored and reported
in terms of the pupil's relation to other pupils who complete the battery.
Most schools will have a number of students who are not able to read, write,
and/or perform arithmetical operations at desired levels. It is probable
that these children will not be able to fully participate in American gociety
without an understanding of basic skills. Therefore, all local district

officials must seek an answer to a most importent question: What can be done

to insure that every child who attends school reaches an acceptable mastery

f the basic skills? The mere asking of this question will not by itself

insure that all children will learn how to read, write, and compute. Nor can
it be expected that the State Board of Education can answer the question for

a local school district. Each local district must decide for itself how it
can best allocate its educational resources and design its educational program
so that all regular students are prepared for participation in American

society.

Providing Information Regarding the Progress of Education

The final ijective of the 1970-71 assessment effort was to provide
citizens, the State Board of Education, ‘the Executive Gffice, and the Legis-

lature with information regarding the progress of the Michigan educational

*puring the 1971-72 school year, $23 million will be allocated for such
programs utilizing 1970-71 assessment results as the measure of need. ’

69-828 O-72-pt. 19A—11
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system as a whole, the progress of its school districts, and the progress of
its schools over a period of years.

As was ntated above, a most important question facing the State—and

local school districts—is the equalization and improvement of educational
programs and student performance. By conducting an annual educational assess-
ment it will be possible to measure the degree to which equalization and
improvement are actually taking place.

In order to facilitate comparisons over time, parts of future educational
assessment batteries will be similar to the one administered in 1969-70.

Additionally, many of the measures descriptive of educational resources will

be simi’ar or identical on an annual basis.
Two basic questions will be used as a guide to the fourth objective. lk
These questions and tentative methodologies to answer them are provided below. "
1. Is the level and distribution of basic skills achievement and of T

other educational assessment measures improving over time among'the State's !

school districts? This question 1is concerned with both the level and dis-

tribution of educational assessment measures. It will be possible to
ascertain improvement in the level of basic ‘skills perfoi-mance by comparing
the percent of children who are able to perform at desired levels in the
basic skills over time. It will be possible to sscertain improvement in the
di;tribution of educational assessment measures by comparing scores of high
; and low districts over time. Tha; is, it will be possible, for example, to
ascertain whether or n;)t low achievinﬁ digtricts are improving their posifion

relative to other districts over time.
)

i 2. 1Is the level and distribution of basic skills achievement and of

other educational assessment measures imyroving over time. within the State's

school districts? The above question is concerned with the state-wide level

ERIC
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and distribution of educational assessment measures. This question is also

(OIS N .
Rk TS SR NIAE BT

concerned with the quality and equity of educational opportunities—but at
the local level. Hence each district will be able to tell how much its
educational program is improving over time by comparing the assessment results

from its schools on an annual basis.

A Final Word on the 1970-71 Educational Assessment Program

During the late summer and autumn of 1970, a number of meetings

regarding educational assessment were held with interested and kﬁowledgaa’nla

persons. A primary purpose of these meetings was to improve the Mic_higan

Educational Assessment Program, For example, seven regional educational

assessment meetings were conducted during the aumer—in part to obtain

zeaction to the 1969-79 educational assesament effort and in part to gather

[ suggestions for improving the 1970-71 effqrt. These meetings were hosted by
intermediate school district superintendents in Flir}t:, Grandville, Marquette,

| Mason, Pontiac, Portage, and Traverse City and were a;tende;l by an estimated

one~-thouaand people.

~ Four invitational meetings were held in the autumn for the specific
. purpose of cpnudaring improvements in the 1970-71 program: an all-day meeting
of nationslly-rgcognized experts in measurement and evaluation; two half-day

meetings with selected staff of the Department of Education; and a half-day

meeting with approximately twenty Michigan educators.
Additionally, five panels of educators were convened to conqide_r
various aspects of the 1970-71 educational assessment battery., Separate

panels reviewed' the reading, mechanics of written English, mathematics, and

socioeconomic background portions of the battery. A final panel reviewed |
—_— R B . B . O . i

a second draft of the entire achievement battery. - ] ) L

R
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It should also be mentioned that staff of the Department's Research,
Evaluation, and Assessment Services have visited numerous local school

systems and have been invited to speak to a number of groups and organizations

regarding educational assessment in Michigan. Groups that requested speakers

included associations of school board members, principals, teachers, and
directors of curriculum.

Finally, staff discussed the educational assessment program with members
of the State Board of Education, interested legislators, and représenta:ives
of the Governor's office on several occaslions.

As a result of these meetings, a number of changes were made in the
Michigan Educational Assessment Program. ‘There were three méjor changes in
the 1970-71 version of the educstional assessment effort. Fir.ac,' the
1970-71 objectives were spelled out in greater detail than they were in the
prior year. The objectives of the 1969-70 program were similar to those
proposed for the 1970-71 yeaf; however, over the ensuing twelve months, the
program’'s objectives were much more clearly spelled out as the program received
considerable discussion from citizens and educators.

Second, the basic skills portion of the 1970-71 educationsl assessment
battery was sufficiently reliable to allow reporting of individual children's
scores at grades four and seven. This means that it was possible to report
tol the local school district the results for each child who comi)leted the
battery. (Note that the atuder{t background portion of the battery was given

separately-—and anonymously. Students were not identified on this portion

of the battery.)
Third, the program was expsnded in 1970-71 to include a number of

additional measures. Several new school resource ;meaaures were included.

Additionally, several new student/school performance meéaurea, as shown in

T S
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Figure 3, were used including attitude measures and a district measure of )i

dropout rate, The latter measure was compiled from the Department's annual

—tn

dropout study.

We are currently in the process of analyzing and reporting the data

from the 1970-71 program. As of this date, two reports, with accompanying

data, have been published: (1) Individuel Pupil Report: Explanatory

Materials; and (2) Local School and District Report: Explanatory Materiels.

The remaining reports in the 1970-71 series are either in press or-currently

being drafted. These reports include: (1) Public Report of Local District
i Results; (2) Levels of Educational Performance and Related Factors in Michigan;

(3) Distribution of Educational Performance and Relsted Factors in Michigan;

(4) Educational Assessment: A Comparison of the First Two Years Results;

(5) Educational Aseessment: Results by District Size; and (6) Educational

: Assessment: Technical Report, 1970-71.
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FIGURE 3

A LIST OF THE TWENTY-FIVE HEASUREJ‘ REPORTED
AT THE DISTRICT OR SCHOOL LEVELS

MEASURES DISTRICT SCHOOL

1, Schooi Resources

A. Human Resources
(1) Pupil-Professionsl Instructional Staff Ratio®
(2) Pupil-Tescher Ratio '
(3) Percent of Teachera with Five or More Years Experience®
(4) Avarage Yeara Teaching Experience '
(5) Percent of Teachers with Masters Degree
(6) Percent of Teachers Earning $11,000 or Moret
(7) Average Salary of Teachers (1969-70)

3¢ D¢ 2¢ 26 ¢ ¢ ¢
LR

B. Pinancial Resources
(8) State Equalized Valuation per Resident Pupil (1969-70)
(9) Local Revenue per Pupil (1969-70)
(10) State School Aid psr Pupil (1969-70)
(11) K-12 Instructional Expense per Pupil (1969-70)
(12) Total Current Cperating Expense per Pupil (1969-70)

> 5¢ ¢ ¢ X

11, Student Background

(13) Percent of Racial-Ethnic Minority Students* X X
(14) Students' Estimate of Socioeconomic Status . X X

III. School/Student Performance

' A. Attitude Measures R
(15) Importance of School Achievement
(16) Self-Perception
(17) Attitude Toward School

E
= x>

B. Basic Skills Measures™
(18) Vocabulary
(19) Reading
(20) Mechanica of Written English
(21) Mathematics
(22) bBasic Skills Composite Achievement

2 2 > M X
LR R R

. C. Dropout Rate
! {23) School Dropout Rate* X

1V, School or District Size

(24) Number of Studenta in School* . X
(25) District State Ald Membership X

l‘l'he method of computstion and sources of information for esch messurs sre contained in

Local School and District Report: Explanatory Materials.

.
These measures are nevly added since the 1969~70 educationsl sssessmint program.

O
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PART III

THE THIRD YEAR OF THE PROGRAM: 1971-72

In discussing our plans for the 1971-72 Michigan Educational Assessment
Program, it is appropriate to digress for a moment and deacribe a larger
effort now being undertaken by the State Board of Education and the Department—
and in which the educational aasessment program plays a key role. In response
to the changing demands being placed upon education, we are currently under-
taking the development and implementation of & major new thruat for the
Department in the delivery of educational services. Thia new thrust is
designed around & process or a model having six basic elements or steps,
and is aimed‘ at achieving genuine educational reform and, thereby, improved
education for all children, youth, shd adults in Michigan. Very briefly,
the aix basic elements or steps in the process are:

(1) The Identification of Common Goals

(2) The Development of Performance Objectives

(3) The Auéssment of Needs

(4) The Analysis of Delivery Systems

(5) Evaluation of Progrims

(6) Recommendationa for Improvement
- : We view this six-step proceas'as being applicable to the entire State edu-

| cational system. We believe it can serve as a guide for the overall

activities of the Department, for the activities of each of the major service_
! areas withiﬁ the Department, for the activities of intermediate districts,

! for the activities of local school districts, for activities within a achool

child. . ) A o . N
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While the elements are not in themselves novel and generally make up

the problem-solving activities in which teachers, administrators, and edu-

cators engage, the commitment of a state's entire educational system to such

a program of coordinated improvement is new. However, we well realize that
the assumption of responsibility by individuals at all levels of the

educational system—state, intermediate, and local—must accompany this

commitment if the program is to be carried forward.
Also new is the understanding that this program will continue to guide

the efforts of Michigan education in the years ahead. It is not a program

which has a beginning and an end. Rather, it provides direction for the
continuing improvement of the educational system. It is a method for
organizing the state's educational resources in an ongoing effort and
beginning, in fact, to manage the educational enterprise rather than have
it manage us.

A large part of the sti;nulus for change in Michigan—as in many other
gtates—has been the ever increasing call for accountability in education.
And central to our new thrust in Michigan is the concept of accountability,
which our State Superintendent has defined as:

. . . the guarantee that all students without respect
to race, income, or social class will acquire the
minimum school skills necessary to take full advantage

of the choices that accrue upon successful completion
of public schooling, or we in education will describe

the reasons why.

Such a definition requires that we first have an answer to the question,

"What is it that the schools should do? What is it that schools should be
held accountable for?" The first two elements or steps in the model—the
identification of common goals and the development of' performance objectives—
are designed to provide answers to this basic question. The third element

in the model which calls for an assessment of needs, addresses itself to

e s
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the question, "Where are we in relation to our goals and objectives? What
are our unmet needs?'' The fourth step calls for an analysis of existing

delivery systems or programs. The fifth step—closely linked with step
four—requires the evaluation and testing of existing programs, or newly
developed programs, to determine if they are successful in achieving their
stated objectives. The sixth step follows logically—namely, what suggestions

and sound recommendations can be made for improving our delivery systems or )

programs 8o that needs are better met and the system progresses toward the

attainment of {ts goals.

Objectives of the 1971-72 Michigan Educational

Assessment Program

The immediate goal of the Michigan Educational Assessment Program is

to provide educational decision-makers throughout Michigan with basic
information regarding the State's educational system. As waé discussed in
Part II, four objectives were drawn from this goal and guided by the Michigan
Educational Assessment Program in 1970-71.

Since the State Board's adoption in 1971 of the six-point program
for educational improvement, the role of the Michigan Educational Assessment
Program has been further clarified and the four objectives further defined.
As in 1970-71, the 1971-72 objectives identify the individuals and groups
for whom assessment information is provided and the uses for which the
information is intended. The further definition has occurred in describing
the uses in terms of the role of assessment in the activities of the State
Board's six-point program. In general, assessment information is .1ntended
for use i{n the third element, needs assessment, and the fourth elemént,
delivery system analysis. Since the Boar;-d's prog;ram ié approprigté to and

applicable at all levels of educational governance and instruction and since

5
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the information requirements vary at the different decision-making levels,
assessment information must be readily usable by individuals and groups at
these levels.

In order to further the activities of the third and fourth elements
of the State Board's six-point program, the 1971-72 Michigan Educational
Assessment Program will again gather and report three basic kinds of infor-
mation which describe Michigan's educational system: (1) school and school
district characteristics (including student population and background
characteristics); (2) educational resources (including data descriptive of
finances, instructional staff, educational programs, and educational
practices; and (3) student and school performance (including data descriptive
of attitudes, dropout rate, and achievement in basic skills).

It is again plannedi that this information will be gathered from three
sources: (1) an anonymous pupil background and attitude questionnaire
which will be administered to all fourth and seventh grade: public school
students; (2) records held in the Department of Education; and (3) a basic
skills achievement battery that will be administered to all fourth and
seventh grade public school students. Figure 4 displays a tentative list

of the measures to be reported in the 1971-72 program.

Providing State Level Public Information -

The first objective of the 1971-72 Hichigan E&u-cational Assessment
Progra.m will be to provide the State Board of Education, the l-}xécutive
Office, the Legislature, and citizens with information which concrilbutes to
an understanding of the educational needs of Michigan's school chiiéren a;\;i
the analysis of the educational system's reap‘o_.nsea to these ;\éedﬁ;v

In recent years, it has b'ecom‘e increalﬁingly evid;nc to boti\ professior.\a.l

: . 1 s . .
educators and" the general citizenry that reliable information concerning
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FIGURE 4

A TENTATIVE LIST OF THE TWENTY-FOUR MEASURES TO BE REPORTED
AT THE DISTRICT OR SCHOOL LEVELS

MEASURES ' DISTRICT SCHOOL

I. School Resources

A. Human Resources
(1) Pupil-Professional Instructional StaffiRatio
(2) Pupil-Teacher Ratio
(3) Average Years Teaching Experience
(4) Percent of Teachers with Master's Degree
(5) Aveuge Contracted Salery of Teachers

5 >4 56 ¢

B. Financial Resources-
(6) State Equalized Valuation per Ruident Pupil (1970-71)
(7) Local Revenue per Pupil (1970-71)
(8) State School Aid per Pupil (1970-71)
(9) K-12 Instructional Expense per Pupil (1970-71)
(10) Total Current Operating Expense per Pupil (1970-71)
(11) Elementary Instructionsl Expense per Pupil (1970-71)*

5 3¢ 56 5¢ ¢

II. Student Background

(12) Percent of Racial-Ethnic Mimority Students .
(13) Students' Estimate of Socioecomomic Status X X

II1. School/Student Performance .

A. Attitude Measures

»
o

(14) Importance of School Achievement X X
(15) Self-Perception . X X
(16) Attitude Toward School X X
B. Basic Skills Measures .
(17) Vocabulary and Relationships . . . X X
(18) Reading ; X X
(19) Mechanice of Written English X X
(20) Mathematics X X
(21). Composite Achievement X X
C. Dropout Rate -
(22) School Dropout Rate (1970-71) X
Iv. School or District Size
(23) Number of Students in School - o ; . X
(24) District State Aid Henbership . : X

i

*Thele measures are newly added since the 1970-,71 ‘educational asseasment
program. Coe
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progress in education is scarce. As the costs of education climb and property

taxes become more burdensome, the demand for performance indicators in the

field of education increases. Ralph Tyler writes:

In making wise decisions, dependable information about
the progress of education is essential; without it we
scatter our efforts too widely and fail to achieve our
goals. Although we recognize the need, we have not yet
met it. We do not now have the comprehensive and
dependable data required. We have reports on numbers

of schools, buildings, teachers, and pupils; we have
data on the monies expended; but we lack sound and
adequate information on educational results. Because
dependable data are not available, the public relies on
personal view, distorted reports, and journalistic
impressions in forming its opinion, and the schools are
both frequently attacked and frequently defended on the
basis of inadequate evidence. Only a careful, consistent
effort to obtain valid data about the fgogress of American
education will correct this situation.*~

In order to meet the first objective of the educational assessment
program, answers to two specific questions will be sought. These questions
and the tentative methodologies that will be used in answering them are

presented below.

1. What are the levels of basic skilla achievement and of other

educational assessment measures in Michigan, in Michigan's community type

and district sizes, and in each of Michigan's school districts? Educational

assessment will provide information from which answers to this question may

be drawn for the State and the State's community type and district sizes in

' the form of tables displaying summaries of the data. By using these tables,

it will be possible to compare the levels on the same measures of districts
in different types of communities and of districts with different sizes of
student population.

Information descriptive of individual district; for each of the assess-
ment measures will be presented in tables which _list'diat'r.jic.ts'.alphabetically

by community type served. The measures will be reported in two or three ways.

r
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First, a score will be reported for each measure. For example, the percent

of teachers with master's degrees, the average years of teaching experience,
the pupil-teacher ratio, the K-12 instructional expense per pupil (in dollars),
and the average score of students on reading will be reported.  Second, these
scores will be reported in terms of their position on a percentila distribution
of Michigan school districts. Third, the percent of fourth and seventh grade

students who scored in each decile on composite achievement will be reported

for each district.

2. Do associations exist agong the educational asseasment maasures?

Information to answer this question will be provided in tables which display

correlation coefficients computed for each pair of educationsal assessment

measures.

Information contained in these tables will enable & further under-

standing to be had of the associations among such measures on percent cﬁ
i

teschers with master's degrees and basic skills composite achievement..

Although this information cannot support hypotheses of cause and effect among
the measures, it will point out areas that mevit further and more intensive
examination. This will be helpful ’I;in the analysis of the State's educstional
delivery system since this activity will identify, among other things,
relationships among specific kinds of resource allocations and the equality

of educational opportunities for the State's school children.

Providing Information to local School Systems

. The second objective of the 1971-72 educational assessment program
will be to provide citizens and educators in every school system with
information regarding their distfli.ct and ita achools., 'n.\.ia 1nformat:i.on will
contribute to an understanding of the educatfonal needs o.f their d.i.atrict'u

school children and the analysis of their district's responses to these needs.
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N

VR :).1_",‘.

P N T g
et




ERIC

ArullToxt Provided by ERIC

9548

As was indiccted earlier, several studiea have shown differences in
educational offerings among the State's school districts. Those studies—

and others—have also shown disparities in educational program offerings

within school districts.

Data from large-scale educational assessment efforts are also useful
in the improvement of all aspecta of educational curricula. For example,
assessment information can identify strengths and weaknesses in certain areaa
of school performance.

It is planned that local educators will be provided with assessment
information and explanatory materials from the 197.-72 educational assessment.
Two basic kinds of explanatory materials will be provided: (1) norm tables
that may be used to display local assessment data; and (2) information that -
explains the meaning of the assessment measures, their limits, and their
uges.

The educational as:essment materials may be used to anawer two questions
at the local level. These questions and tentative methodologies to answer
them are presented below.

1., what are the levels of basic skills achievement and of other edu-

districts? Local educators may answer this question by displaying data for
their school district on norm tables that will be included with the 1971-72
aducational assessment reaults.

2. Hhst are the levels of basic akilla schievement and of other edu-

cational assessment measures in each school of the school district? Locsl

educators may anawer thil question by displsying dsts for esch school of
their diatrict. Agsin, norm tsbles will be provided for this purpose

together with 1971 -72 educstional auesmnt results. Theae dsts should

-
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. indicate which schools within a district have nced of additional educational

resourcus and Improved educational programs.

Two points made previously are especially relevant here. First, it is

the responsibility of local officials to apply the State Board of Education's

six-element program to their district. Second, the findings of the Michigan

Educational Assessment Program should be used as guides for local officials

as they investigate in detail the responsiveness of their district to its

studenta' needa in terms of agreed upon performance criteria. The information

provided to answver this question should highlight those areas requiring

special attention in local efforts to apply the Board's program.

Providing Information to Students and Parents
ective of the 1971-72 program will be to provide school

The third ob}j

districts with basic information regarding students that will help the

students, their parents, and educators to asaess their progress. Additionally,

this information will be used by districta to identify students who have

extraordinary need for assistance to improve their competence conaistent with

the agreed upon performance objectives,
e educational needs of individual children can

Information regarding th

assiat profeaaional educators to design individuslly appropriate learning

‘l experiences for children and youth. Such information is particularly useful

in identifying students who have unuaual need for assistance to improve

their performance in essential skill arcaa. Most schools have a number of

students who are not able to read, write, and/or deal with mathematical

concepts at desired levels. It {s probable that these children will not be

! able to participate fully in American society without ability ia the basic
skilla. Following the State Board's aix-point program, all local diatrict

officials have the responsibility of seeking an answer to a moat importaat
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question: What can be done to enaure that every child who attends school

develops competence in the basic skilla?

The data on individual levels of competence reported by the Michigsn
Educat ional Asseasment Program will identify students whose needs are not
presently being met. It is then up to locsl officials to inveatigate the
specific needs of these atudents and the rvesponaiveness of the district's
programs to these needs.

Local educators will be able to answer one question regarding each
student who completes the achievement battery.

1, What are the levels of educationsl attainment of each child who

completea the achievement battery? Individual achievement results will be

reported in terms of: (1) the pupil's scores on the different sections of
the battery, snd (2) the pupil's relation to other pupila who complete the

battery.

Providing Information Regsrding the Progress of Education
The final objectives of the 1971-72 sssessment effort will be to

provide citizens of Michigan with information regarding the progreas of the
Michigan educstional system as & whole, snd the progresa of ita achool
districta and schools over a period of yesrs.

Aa vas stated several timea previously, a most {mportant queation
facing the State—and local achool diatricts—is the equalization and
improvement of educational programs and student performance. By conducting
an annual educational asseaament it will be possible to meaaure th; degree
to which equslization and improvement are actually taking place.

iIn order to facilitate compariaons over time, parta of future edu-
cational assessment batteriea will be similar to those adminiatered in
1969-70 and 1970-71. Additionally, wmany of the measurea deacriptive of

educational resources will be aimilar or idantical on an annual baais.
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Two questions will be used as a guide to the fourth objective. These

questions and tentative methodologies to answer them sre provided below.

1. Are the levels of schievement and of other educstional assessment

measures improving over time among the State's school districts? This

question is concerned with the level of educstionsl assessment measures.
It will be possible to ascertain improvement in the level of performance by
comparing the percent of children who perform st psrticular levels in the

basic skills over time.

2. Are the levels of achievement and of other educstional assessment

measures improving over time within the Stste's school districts? The sbove

question is concerned with the state-wide level of educstional assessment
measures. This question is also concerned with the quality and equity of
educational opportunities—but at the locsl level. Hence each district will
be able to tell how much its educational program is improving over time by

comparing the sssessment results from its schools on an snnual basis.

A Final Observstion

As was mentioned esrlier, assessment programs ideslly can serve two
basic purposes: (1) they csn provide information to help in making decisions
regarding the sllocstion or distribution of educstionsl resources; and
(2) they hopsfully might provide sdditionsl information to help in making
decisions regsrding the structuring or setting-up of major educational
programs.

One of the major problems facing Americsn public education is the wsy
in which resources are distributed among school districts—and for thst
mat ter —among schools within dhtrtci.. 0a ths nationsl level, the lstest
figures from the National Education Associstion indicats that soms states

spend, on the sverage, in excess of $1,200 per pupil whila others spend ss

69-828 0-12-pt. 19A— 12
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little as $400 per pupil. The situation in Michigan is not much different.
As noted previously, several recent surveys have documented the mal-
distribution of educational opportunity in Michigun. An educstional
asseasment program can provide data thst highlighte this problem. A State
ssseassment program can i{ndicate the relative levels of performance and of
factors ralatad to performance in different community types snd geographic
areas—for example, between the inner-city snd the auburb. It alaso can
show differences between classes of achoola—for example, schools in
relatively sffluant neighborhoods ss compared to schools {n poor neighbor-
hoods—or differences between schoola whose children perform well or poorly.
This type of data highlights the problem snd, presumably, puts the problem
into the political arens where it can be dealt with—and, as you sre so
very well avare, the very essence of politice 1s how resources are
distributad—no matter how we define resources. And, {f an ssseasment {s
conducted on & periodic basis, it ;:ln show progress toward——or awsy from-
a more equitsble distribution of educstion.

A second major problem we all face—end I think this is the problem
with which educstors sre most concerned—f{s how to construct the beat
program or curriculum for children. Ve need two kinds of fnformation to
get at this problem. First, we need to know what sorts of things children
know—und don't know—aso we can decide vhat areas to address. Secondly,
we need to know what sorts of things are relatad to student performance in
schoolas so that we may sppropriately modify programs, curricula, and
environmenta. Information for the first purposs can be provided at Stste,
district, achool, and even {rdividusl pupil lavels. That is, we can
provids information sbout the kinds of skills and knowledges the children

of the Stata have; ths children of & district have; or the children of s
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schcol have. We also can indicate what general sorts of things an individual

child knows or doesn't know. 1his {nformation in conjunction with the
{nformation & district or school already has can be ureful in setting major

program or curriculsr gosls. Now, {f we also knew vhu‘ sorts of things are

related to student performance—be they school varisbles or student back-

ground varisbles—we would have s start on knowing hov to modify the schools
and their environment to meet curricular objectives.

But this last statement, I well realize, is—st this point {in our

history—not much more than &n optimistic expression of vhere we in education

would like to be. As countless studies have shown, 1t is very difficult to
distinguish betwesn the influence of the student's socisl bsckground and the
influence of the school. This makea it difficult, if not imposaible, to tell
in sany apecific way how much of a change can be produced in certain school
outcomes by systamatically sltering school characteristics such as the amount
and kind of training received by teachers.

I have, in my statement, attempted to give you a broad brush-stroke

picture of our current educstional assessment effort in Michigan— including

gome of the problems snd slao some of the promises foherent in & large-scale
ssscasment effort. I knov I have not done justice to the topic. There is
much more that could be ssid, as well as much that could be written about
our efforts in this area.

To psraphrase George Mayeska, we are embarking upon 8 long voyage
into an only partislly explored ocean. The completion of that voyage will
not sutomatically slleviste the educationsl probleas fscing the State; it
will, however, provide further information to those concerned with those
problems. Used creatively, ve feel that that {nformation can result in

improved aducation for Michigen children,
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FOOTNOTES

lEclu::u:lonll Testing Service, A Plan for Eyslusting the Quslity of

Educstional Programs in Pennsylvanis: Highlights (Princeton, N.J.:

Educational Testing Service, June 30, 1965) p. 16.

21b1d.

31bid.

SNstionsl Education Association, Natfonsl Asssasment of Educstionsl
Progress; Soms stions and nts (Wsshington, D,C.1 NEA, Department

of Elementary School Principals, 1969) p. 25.

5Alan Thowmas, School Finance snd Educational Opportunity in Michigen
(Lansing, Michigsn: Michigan Department of Educstion, 1968) p. 323,

6James W. Guthrie, et. al., Schools and Insquality: A Study of

Social Status hool Services, Student Performance, and Post-School
Opportunity {n Michigsn (No publicstion plsce: The Urban Coalitiom, 1569)
p. 91.

7R|nk1nx of Michigsn Public High School Districts by Selected
Financisl Dats, 1968-69 (Lansing, Michigan: Michigan Department of Educstion,
1969).

85ome may ask, "Don't we already have avsilsble results from achieve-
ment testing programs sdministered by local achool districts? And cannot
these dsta be combined or sggregated for purposss of state-wide assessment?"
Yes, there are schievement test data available {n most local districts.
However, these dats cannot be meaningfully combinsd or aggregated on a
state-wide basis for st lesst two basic reasons. First, there {s no uni-
formity among {ndividusl district testing programs in terms of the grade
levels tested. Some districts administer achievement teats at grades 2, 4,
6, 8, 10, and 12, Others admintister the tests only st grades 3, 5, and 8.
Still others administer the batteries only ac grades 4, 5, and 6. Second,
there {a no uniformity among districts {n the psrticular achievsment batteries
they utilize. One district may utilize the SRA schievement battery, while
another may employ s bsttery developed by the California Test Bursau, while
still another employs the Iowa Basic Skills bsttery. The point {s that
scores from similar, but different, tests cannot be mesningfully added
together. Californis, in {ts fnitial state-wide testing program, allowed
freedom of selection from among several approved tssts to be sdministered
by each achool district snd an attempt was then made to accumulate results
across districts. The sttempt was given up aftar three years. To provids
information useful on s state-wide basis, common messursment tools must be
used.

179

{
{
{
|
!
i
;

!




ERIC

Aruitoxt provided by Eic:

9555

9See, Objectives and Procedures of the Michigan Educetional Assessmant
Program 1970-71 (Lansing, Michigan: Micligan Department of Education, Assess-
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Public Schools (New York: Viking Press, 1964).

1250hn W, Portar, "Tha Putura of Accountability," in Procaadings of the

Conferance on Educational Accountsbility (Princeton: Educational Testing
Service, 1971) p. J-1.

13R|1ph W. Tyler, "Asssssing the Progress of Education,” paper presented

at the symposium on Measurement of Quality in Education st the 132nd snnual
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California, December 29, 1965.
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Senator MonpaLe. Thank you very much for a most useful con-
tribution, and we look forward to seeing the product of your work.

Dr. Kearney. Thank you. :

Senator MonpaLe. Our next witness this morning is Dr. Lawrence
g‘{._l}ead, superintendent of Jackson City public schools in Jackson,

ich.

We are very pleased to have you with us this morning.

STATEMENT OF DR. LAWRENCE F. READ, SUPERINTENDENT,
JACKSON CITY PUBLIC SCHOOLS, JACKSON, MICH.

Dr. Reap. I am glad to be here. I have enjoyed this past testimony
and I think that the comments that were made on the effort that the
State is tryinﬁ; to do—I have never questioned the integrity of Mr.
Kearney and his group because they are good, substantial educators
and I think they are trying to do what they think is best. However,
I have a profound disagreement with their approach and I think
there are some basic dangers inherent in any kind of standardized
testing. I suppose you might use the analogy of drugs. I know that
drugs in some instances are good for the alleviation of individual
illnesses, but uncontrolled they present a real danger to our society
and I suspect that testing, in the respect that the State education
department of Michigan is using it, poses a very real danger to
education. ‘

b _Ifllmve prepared a written statement which I will summarize very
riefly.

Senator MonpaLe. We will put your full statement in the record® as
though read and you can rea& it or you can summarize it.

Dr. Reap. Let me just summarize it very briefly and try to relate
this to what Dr. Kearney has said.

First of all, I think that many of the people in the State Education
Department start out with the assumption that what they are doing
is new and revolutionary and constitutes a great hope for the improve-
ment of education, anl(in have to point out that the attempt to find
unswers about quality education and so on through the use of stand-
ardized normative testing is not anything new. It is not anythi
revolutionary. I characterize it as a rather reactionary, unprofessiona
attempt of getting at this problem of improving the quality of
cducation.

The first standardized tests in the United States were given in the
Detroit public schools in 1911 by Professor Cortis of the University
of Michigan, and this created such a splash back at that time that for
about 30 years educators all over the country were striving to get data
where they could measure the quality of education, the competence of
school people, and the general level of districts on a comparative
basis; and these efforts reached their zenith in the 1930’s when at that
time there were 26 State and regional testing programs in operation
in the country.

*See prepared statement, p. 0564,
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Let me point out that I think that the State confuses assessment
in the way it is used—for instance, Dr. Kearney spoke at great lengths
that we are not using this for evaluative purposes and then he pro-
ceeded to tell how they were going to use this data to improve the
quality of education and so on. No matter how you define assessment,
it is placing a value or trying to make a judgment as to the tﬁua]ity of
n program in a school system or a program an individual teacher
presents.

Staxparpizen TESTING

The only really significant component of the State assessment pro-
- gram is standardized testing. If 1 understand the meaning of the
word “assessment,” it is to place a value on something. en you
assess a piece of property for taxation, you are placing a value on
that property. So, in using tests, the State liternlly is trying to evalu-
ate and make judgments, and any protest to the contrary still makes
this true, because the data is pubhsl!:cd : the funds are being dispensed
on this basis; the State is trying to find out what constitutes good
education and bad education.

I was intercsted in Senator Hart's question to Dr. Kearney to the
cffect of do you know what this is, nnd(]w was rather pushed to answer
what it is, and I do not think anybody can give that answer. Any
standard that you try to apply as a common measurement as to what
is good and what is bad becomes ridiculously high or ridiculously low
for the population that you are measuring, depending upon the num-
ber of factors, so I think this is a reactionary a proach.

In 1934, Harl Douglass, who was dean of the School of Education at
the University of Colorado for many vears. did an extensive study® of
the effect of uniform testing. on what happened in the educational in-
stitntions that were being tested. I point this out in the body of my
statement. He found when you went to a uniform system of testing.
that it artificially determined educational objectives and tended to
freeze the eurriculum. and I can already see results of this in the State
of Michigan: peo]I)lc pulling back from new. creative programs in an
attempt to meet this ubiqmtous search for quality education because
they are fearful of how the students are going to show up on the tests.
and this is going to reflect their ability. tending to dwarf the teacher.
reducing him to the status of a tutor for examinations. It motivated
regimentation and mechanization of the educational process and this is
just what we do not want in education today. This is why we have
turned so many students “off.”

It emphasized memorization as the major factor in the learning
process and perhaps the only factor, and it is my contention that the
most important components of the learning process are not measur-
able—motivation. feeling, attitude. and basically. the rapport that
exists between the teacher and the student. If the tests test anything,
it may be the talent to recall,and Iam not even sure of that, because you
are recalling what somebody else thinks you onght to recall: bat if
there is anything that is being measured, this is what it is.

e The Eftects of State and National Testing in Secondary Schools,” School Reriew, 1934.
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It prevented adaptation of instruction to the needs of local school
systems. It stimulated standardization and an undesirable uniformity.
It emphasized only those educational outcomes that could be meas-
ured by objective tests and it created a serious barrier to growth. evolu-
tion and improvement of education: and I think most importantly. it
produced no evidence that greater educational efficiency resulted from
1ts operation.

1930 Strores Resecten Testine

So. this is not a new idea and as a result of the studies of Douglass
and others back in the 1930's the concept of trying to find out answers
to the quality of education through testing were generally rejected by
educators:and I contend that even at this particular point intime there
is no professional organization that I know of that would support the
present approach that is being used hy the Michigan assessment pro-
gram.

On page 7 of my report. I point out 10 or 11 things that we know
about the value of these tests. There is no such thing as the validitv of
a test. Essentially. any test is an anthoritarian instrument based on
what somebody thinks the child ought to know and how this can be
measured; and quite frankly, I do not think there is anyone smart
enough to develop the kind of tests that will get at this kind of infor-
mation. Even in the cognitive domain I do not think this is possible.
I was invited to come up and help write these tests. and I refused on
the grounds that I am just not that bright. I cannot write a test that
will relate to the program that is being offered in the inner-city of
Detroit with the program on Beaver Island or McBain or any of these
other various communities in Michigan. I just do not have that
capability. '

There is no standardized test that we know of that can be used to
judge the level of efficiency of any community or state or nation. They
just do not exist and none of them were ever designed for this purpose.
These tests may show individual differences among students, but can-
not be used to assess the extent to which the students learned what the
school attempted to teach.

I think that one of the most devastating effects of testing is that it
tends to label, and we know from research, that tests are terribly poor
predictors of ability of minority group students. There is no relation-
ship, and quite frankly. if I were a black parent and I had children in
the schools. I would forbid them to take any of the tests, because, unfor-
tunately. the establishment begins to label and attempts to gear pro-
grams and attempts to create within the whole established order a
whole group of second-class citizens. because the conclusion is these
children just do nct have potential and we had better set up a lot of
vocational or special courses for them. which almost demoralizes any
aspirationsthat such children have for their education.
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Trestina—Toot or BEnAvIORISM

Basically. I op testing on a deep philosophical premise. I think
that testing is a key tool of the person who supports the psychology
of behaviorism in the schools. If any of you have had the o;:f)ormmty
of reviewing B. F. Skinner’s new book. Beyond Freedom and Dignity.
he says quite bluntly we just cannot afford freedom. He starts with the
premise that man is essentially not free. What we need to do is scien-
tifically control the environment of young people. He even put his
daughter in a box for the first 2 years of %:er life. I think this is an
extremely dangerous kind of philesophy.

I happen to be a humanist. T happen to think that the only purpose
that education serves is to help each person first to know himself and.
sccongé'to respect himself. and then. to become himself, whatever that
may

John Holt. who I think expresses better than anyone else the human-
istic philosophy. said this very well. about testing. He said the only
reason that we really test is to relieve our own anxieties. He says there
is no reason except to relieve our own anxieties and insecurity that we
should constantly know what children are learning. What true educa-
tion requires of us is faith and courage: faith that children want to
make sense out of 1ife and will work hard at it. and courage to let them
do it without continually poking. prodding. and meddling.

Now. as a teacher. I gave up on testing a_long time ago because 1
realized I was using thisasa powerful conditioning kind of thing. One
time in my own experience, instead of developix a test for my stu-
donts. T asked them to write what they had learned and they could not
stop writing because the learning process goes on all the time and
it is influenced by many fectors. not just the teacher.
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INTRODUCT I ON

""A comprehensive and continuing testing program is
a powerful educational instrument’

Walter Cook, Former Dean,
College of Education
University of Minnesota

The Michigan State Assessment program is reactionary, unprofessional, undemocra*
tic, and if peraitted to continue on its present course will cause irreparable damage
to public education in this state. Strong words, perhaps, bdut 2 point of view that
will Le well substantiated in the body of this report.

The word assessment means evaluation and aporaisal and no rational person will
deny the need to evaluate and appraise the progress of education. The truly profes-
sional educator has always been and will always be anxious and eager to assess educa-
tional progress.

It is exceedingly unfortunate, therefore, that the Michigan State Education De-
partment confuses assessment and appraisal with comparative testing. Despite pro-
tests to the contrary, the fact remains that the only significant component of the
current Michigan Assessment Program is standardized testing.

1o avoid confusion about terms, this report will deal primarily with the compara-
tive academic testing aspects of the Michigan State Assessment Program because this,
in effect, is the program, The other components may have some minor academic signi-~
ficance but, for state officials, comparative academic testing is really synonymous
with assassment.

in this report, it will be clearly established that the use of normative and com*
parative test data to determine what children have learned and how we can help them.
fearn more | not the real intent of the Michigan Assessment Program. Comparative
testing in the hands of any authority, no matter how benign it may be, will ultimate-

ly be used to coerce. The threat of a test makes the student do his assignment; the
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results of the test snable the authority to reward those who do his bidding and punish

those who will not conform.

(Tests arouse fear and satisfy greed) Left unchallenged in this area, there is 2
strong possibllity that the state will use this powerful instrument of testing to im-
pose stringent, rigid, and unprofessional restraints on students, classroom teachers
and local school districts. If the state assumes that testing can be used as a valid
assessment instrument, then its returns will have to be used to force change,

Perhaps this is necessary and it may be unavoidable. Before it comes to pass,
however, the issues should be thoroughly defined, discussed and analyzed.

This report has that purpose.
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PART |

THE PHILOSOPMIC 1MPLICATIONS
oF
STANDARDIZED TESTING

| suspect that if we can deliver the basic skills, we
will find that the attitudes, the self esteem, the self
concept and all of these peripheral areas will fall in-
to place. When you teach a black kid, or Spanish speak-
ing kid or a poor white how to read and write, you are
in effect teaching that kid a self concapt that is posl-

tive and | don't buy the argument that you have to
spend a lot of time humanizing him."

John Porter, Michigan State
Superintendent of Public in-

struction

During very recent years the phlloso’;";hy or psychology of behaviorism has had an
smazing revival. Relying largely on the j\vrltlngs of B. F. Skinner, John Watson and
others it Is the contention of those who_.’:support this philosophy that education is
simply one big Pavlovian process of cond:ltlonlng.

The bahaviorist starts with the assumption that the individual is essentially
not free and as a consequence his learning must be highly directed by those who ave
wise enough to know what he must learn and how he must learn it. Usually, children
ara conceived in terms of pieces of clay that must be shaped and molded by the omnis-

cient authorlty.

There is little place for emtlons, feelings, attitudes, Individuality or self

imaga in the bahaviorist's plans for education. To hi=, these are peripheral, vague,

and cannot be measured. Llearning is largely directed to the basic academic skills

of reading, writing and number usage which are deemed sufficient for a constructive
and competitive roie in the economy and society as 2 whole. The bahaviorist is deep-
ly concerned with developing 3 system of education that wlll produce an individual
who can become an efficient and well disciplined laborer in a technocratic and com-

petitive world; hence, there is frequent reference to making the school a microcosm

of the society it serves.

69-828 O-72-pt. 19A—13
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This philosophy demands an educational system that resorts to external and compet-
itive devices such as marks, honor societies, certificates, plaques, and most impor-
tant continuous and constant testing to keep the learner and the teacher in line. The
behaviorist, of course, cannot conceive of learning as its own reward. He is anxlety
prone and does not believe that teachers and learners, if left to their own devices,
can possibly succeed. Because he cannot trust, he must make constant use of reward
and punishment conditioning. Success in terms of conforming to the authority's value
system is rewarded and creativity expressed through nonconformity is punished through
the use of the aforementioned devices.

In summary the behaviorist only views educational output in terms of acquisition
of cartain basic skills that are highly valued by the society. These skills are
taught through a conditioning process that uses external competitive devices based on
a reward and punishment psychology. Essential to this process is a2 system of testing
that motivates better conditioning, limits the scope of the conditioning and gives
the authority information on how well or how poorly the conditioning is operating.

A1l of this can be highly appealing to the inexperienced or unsophisticated obser-~
ver of the educational scene. It is a simple, precise and easily understood process
which manifests many of the common homilies 2nd prejudices of the prior conditioning
of most adults. Unfortunately, since adults have been programmed In this way, if by
chance they have been successful, they can hardly be expected to fault it.

Erasmus, whom many historians regard as the first modern man, was an early noncon-
formist who suggested t'at education was more than rote learning. in 1497, he wrote:

''I have no patience with the tvacher who spends his
time making students learn the rules of-grammar
while neglecting the beauty, power, and tcope of lan-
guage."
Since Erasmus, there have been numerous philosophers who have expressed in their

own special way, the basic concept of huranism. In contrast to the behaviorist, the
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humanist is deeply concerned about individual man - his freadowm, and his destiny. He

does not believe that aducation exists merely to perpetrata an existing social order
but, instaad, sees education as a vehicle for improving man and his capacity to live
and work together. The humanist, in education, is willing to deal with facts and
knowledga organizad into systematic subject areas, not for their own sake, but =y
as they interrelate and contridbute to individual learning. His only dogma is an un-
wavering belief in the worth, basic goodness and dignity of each learner as a unique
person with the capacity to grow and mature.

The humanist educator accepts the learner as he is rather than what it is
thought he should be, acknowledging that what he is is neither to his credit nor con*
demnation. For this reason the learner is never judged on how his talents compare
with those of others but rather on how well he uses his talents. For the humanist,
education has as its main purpose to help each learner know himself, respect himself
and become himself as he learns to work with and for othars.

Mumanistic philosophy regards skill development in the schools as incidental to
broader humanistic goals. Learning experiences are geared to individual rather than
group standards an an environment in which learning and achievement are their own re-
wards. Skill development is acquired from a self determinad need and desire on the
part of the individual student without external devices that compare reward and
punish.

Individual feeling, emotion, attitude, self concept and self image are the major
concerns in this setting because they have a powerful influance on the learning pro-
cess.

The humanist is forced to reject all testing unless it Is used to assist indivi-

dual learning. John Holt, in his book The Underachieving School, summarizes this re-

jection of testing very well in these words:
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""There is no reason except to relleve our own anxietles
and insecurity that we should constantly know what
children are learning. What true ecucation requires
of us is faith and courage -~ faith that children want
to make sense out of life and will work hard at it,
courage to let them do it without continually poking,
prodding and meddli-gq."”

it should be recognized that, while the dulk of American tradition supports the
humanistic approach not only in education but for all of major social problems, act-
ual educational performance has been largely an expression of behaviorist philosophy.
It is difficult indeed to find 3 truly humanistic educational model while bahavior-
ism abounds in public school classrooms and is quite possibly the cause of much of
the current unrest in the schools.

Legitimate reform of education will require a serious and dedicated effort on
the part of the professionals, in partnership with the public, to establish a truly
bumanistic climate in the schools. This is nothing new and has characterized every
reform movement in education for at least five centuries. But the winds of change
have increased their velocity to the point where educators ne longer have tre luxury
of wasting time pursuing improper goals.

At the very time education seems poised for some significant progress in the
right direction, uniform testing looms as not only a detriment to reform but a mea-
sure that will further entrench a bahaviorist system which has never worked and can
never work unless educators are willing to repudiate the basic democratic tradition
regarding the dignity and worth of the individual.

This is the hypocracy about which young people are so concerned today.

This is the crux of the philosophic issuz involved.
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PART 1}
INPLICATIONS FROM EOUCATIONAL RESEARCH

REGARDING
STANDARDI2ED TESTING

"1t is always unreallstic to expect the payoff from In-
struction will be apparent In the performance of learn-
ers at test time.”

Robert E. Stake, Associate
Dlrector of the Center for
Instructional Research and
Curriculum Research, Uni-
versity of I1linois

The desire to compile comparative data based on uniform testing has frequently in-
trigued professional educators. Morace Mann suggested this possibility as far back as
1885, He rejected the idea because he soon perceived its dangerous consequences. He
later wrote:

e cannot drive our people up 2 dark avenue, even
though it be the right one, but we must hang the star-
ry lights of knowledge about it, and show them not
only the directness of ity course but the beauty of
the way that leads to it

Despite continuous rejection, the idea has persisted because it seems to satisfy
s drive - to excel, to win, = to demonstrate superiority - to impose ofes values on
others., The efforts to garner comparative data from standardized testing reached ’
their zenith in the mid 1930s.

Systematic research and study of these programs convinced most professional educa-
tors that normative data from standardized tests could never be used in making valid

dec islons because of their unreliabllity and misinterpretation.

Harl Douglass in his classic 1934 study entitled "The Effects of State and Nation-

al Testing on the Secondary School® identified the following major consequences of unl-

form testing:
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It artiticially determined educational objectives
and tended to freeze the curriculum

It tended to dwarf the teacher reducing him to
the status »f a tutor for examinations

It mo’ ivated regimentation and mechanization of
the educational process

It emphasized memorization as the major factor in
learning

It prevented adaptation of instruction to the
needs of local! school systems

It stimulated standardization and an undesirable
uniformity

It emphasized only those educa. onal outcomes
that couid be measured by objective tests

It created a serious barrier to growth, evolution
an¢ improvement of education

It produced no evidence that greater educational
efficiency resulted from its operation

Through the years, as a result of these and other findings, testing specialists

turned their attention to the development of both diagnosilc tests and general achieve-

ment tests that measured correlates of learning rather than learning itself.

Most testing experts recognize that any general achirvement test is essentially

an authoritarian instrument based primarily on the author's idea of what should be

iearned and how 1t should be measured. They are all quick to point out the fact that

scores from such tests correlate only moderstely with actual performance. Only the

most blatantiy commercial testing specialist would contend that a standardized test

can accurately assess what a student is capable of doing. Research has universally

disclostd an abundance of errors and hazards that preclude the use of these results

for assessing either the quality or progress of systems, groups or individuals. It

can be stated unequivocally that no one, at this point ir time, has been able to elimi-~

nate testing errors.
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Very briefly, objective research has identified the following major weaknesses of

standardized tests:

I. There is no such thing as the valldity of a test. No
test is valid for all purposes in all situations, or
for all groups of students.

2. There is no standardized test that can be used to
Judge the educational level of a community, state or
nation nor were any ever constructed to serve such a

function. :

3. Tests may measure individual differences among students,
but cannot be used to assess the extent that ctudents
have learned what the schodl attempted to teach.

4. Educational scholars, in seeking suitable Instruments
for appraising educational achievement have examined
and rejected all of the achievement tests commonly used

in American schools.

5. Test scores of Negroes are poor predictors of their per-
formance and the error in prediction slights their po~
tential ability; hence, any standardized achievement
test produces an assessment procedure grossly inappro-

priate.

6. Uncritical acceptance of a test result is not justified
by either testing theory or testing research and will
result in unwise decisions.

7. There are no tests that can adequately measure listen-
ing comprehension, ability to analyze, or motivation -
all important factors in the learning process. R

8. Most human gifts and talents cannot be identified or
measured in a standardized test,

Testing specialists have not developed scales that des-
cribe the similarity between teaching and testing;
hence, we have no way to know how closely the tests

match the instruction.

w

10. Interpretation of test results is frequently wrong.

I1. Many tests do a poor job of predicting future perfor-
mance.

The weight of evidence from research on this issue is clearcut and overwhelming,

Test results my be used as one tool in diagnosing individual student learning problems. -

Normative data from such tests are so error laden and subject to so many variables that

their use in assessment and decision making can be very dangerous.
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PART 111

COMMON SENSE PERCEPTIONS ABOUT
STANDARD!IZED TESTING

“"The greater the threat posed by a test, the less it
can measure and the less It can encourage learning."'

John Holt
The Underachieving School

while philosophy suggests testing is a major tool of the educational autocrat and
objective research clearly demonstrates the unreliabllity of test data, common sense
and logic also provide some devastating arguments against the Michigan State Testing
Program. The many teachers and other professional educators who work regularly in
local school districts may not be familiar with either the philosophic or research im-
plications about standardized testing, but their perceptions about the effect of test-
Ing on the day to day educational operation will be much more accurate than the percep-
l:lorlms of either theorists or school officials far removed from the classroom scene.
Common sense and logic derived from intimate experience on the cutting edge of ed-
ucation provide the following perceptions about the effects of comparative testing pro-
grams:
1. Regardless of how diligently teachers and ;aarﬁfnls-
trators strive to raise student achievement scores,
f1fty percent of the.students tested will still

score below average on any test that Is adminis-
tered.

l There has been much concern recently about students who score below the fifteenth
percentile on the state achlevement tests, Somehow the impression has been given that
the achlevement level of these students .can be improved. Hopefully, real achievement
for all students improves every year. For the sake of argument, however, assume that
considerable effort Is concentrated on just the stu;dents who score below the fifteenth
per.'cenl:lle and their average achievement score (not ne;:essarllY.aCh‘evement) Is raised

to the fortieth percentile. What has been gain'ed? Since this is comparative data,
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someone will always score the highest and someone else will score the lowest with the
balance of those tested falling in the same distribution percentiles in between.

2. Comparison based on test norms will inevitably
motivate large scale deception.

As the state continues to gather comparative Information from its uniform testing
program and publicly identifles the rank of individual schools and school districts,
administrators, teachers, and students will join foré:es to outwit the state by any
means possible. No one appreciates being compared unfavorably and unfairly with some-
one else. Those who are compare: unfavorably will either try to change their status
or learn to hate themselves.

Assuming that the group that is compared unfavorably accepts the validity of the
test results and honestiy tries to improve its status, there Is no guarantee that the
status will improve particularly if everyone else puts forch an equal effort. It is
much easier to enter into game playing and deception which has ‘characterized the past
history of such situations. In fact, deéepﬁon is the only practical approach for es-
cap.InQ a degrading identification.

Déception can also work two ways. The security measures associated with the dis-
tribution of thé Michigan State Test booklets is evidence that the State Education De-
partment doelsn't really trust local educators. But what guafantees do local educators :
have that.the State Education Departmant will not manlpulate. the test scores?

Common sense Indicates that this is a grossly unhealthy situation.

3. Comparisons based on test norms will create in-
Jjustices for many individuals.

Already the Michlgan Testing Program has affected adversely many competent educa-
tors. Recently two highly respected, experienced and well qualified black principals
were placed on probation because the state test norms for thelr schools were in the

lower percentiles. Originally, the local board of education proposed to dismiss these

principals but public pressure forced a reconsideration.
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Last spring one of Mlchigan's more substantial school districts was in the process
of selecting a new superintendent. The board finally reached the stage where only two
candidates were under consideration. Three members supported candidate ''A'' and three '

supported candidate 'B''. The seventh member, in announcing his support for candidate

HAY gave as hls reason the fact that state test norms from candidate '"A's'' school dis-
trict were at the 65th percéntlle while norms from candidate "B's' district were only
at the 20th percentile.

In another middle sized school district, a citizen's committee was organized to
oust the school administration and board of education when it was learned that the
state testing norms in that district were Iowe’r than In neighboring school districts.

. While these are isolated examples, they will increase in frequency as the testing
program becomes more firmly entrenched. [t Is not impossible to conceive of citlzens
awalting as anxiously for the state test results as they do for the result of a foot- ‘
ball game with a traditional rival. And if the district loses out in the competition,

i
i
woe to the poor teacher or adminlstrator who is finally identified as being responsible !
i
. for the low scores. ;

§

4, Comparative test scores will motivate dissen- )
sion and controversy at the very time the !
profession needs unity and cooperation.

3 It Is unfortunate that many uninformed, naive, but well meaning people will regard
x the state test scores as infallible eriteria for judging the worth of a local school or !
school system. In those schools or districts where the norms are low, they will be

accepted as absolute evidence that certain educators have performed poorly. Demands

trm—

wiil be made for scapegoats; individuals and groups will become overly defensive, and

the resultant dissension and controversy will divert energy and effort away from produc-
tive projects for improving the quality of education. Needless time and effort will be

wasted in a fruitless, negative, and Impossible attempt to fix blame. -
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It Is tragedy indeed- that thls must occur at a time when many schools are finding

it difflcult Just to keep operatling because of the lack of adequate financing, Buffet-

ed by Inflatlon, taxpayer revolts, employee demands, student dissent and genuine con-

cern about the quality of program, Michigan education, more than ever before, needs

professional unity If it is to survive. The testing program merely introduces more un-

necessary confusion and divisiveness thus prohibiting an honest and sincere attempt to

cope with the real and significant problems of our schools.

5. The Michigan testing program wastes funds that
are more urgently needed for other projects of

greater importance.

At a time when there are insufficient funds to support even baslc educational pro-
grams, how can substantial expenditures be justified for a program so fraught with con-
troversy and which really duplicates the efforts of many local school districts?

Most sclhiool systems have financed and maintained a local testing program for many
years. The imposition of a statewide uniform program is simply a duplication of local

effort and s unwarranted particularly during a period of acute financial deprivation,

6. The use of Michigan test scores as a basis for
distributing Compensatory Education Funds con-

stitutes double jeopardy.

In nedleval days, people were tried for thelr alleged mlsdeed by ordeal. It was

a common practlce to bind the hands and feet of an accused ev}l doer and throw him in-

to a body of water. If he floated, he was guilty and quickly hung. If he sank he was

innocent but was left to drown. How little things have changed since the dark ages.

In Michigan It Is now necessary for a significant number of students to score below
the fifteenth percentile. on the State Achievement Tests in order for a school distriact

to quallify for compensatory education funds.

t:fter qualifying it Is expected that, through the use of this money, the school

district will show substantlal progress In ralsing its achievement norms. (f it accom-

plishes this objective eventually it will Ios_e the funds because it no longer has so
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called "disadvantaged' students. If it falls to ralse the achlevement norms It will

lose the additional money because 1t failed. The double Jeopardy Is obvlous.

7. If the Michigan State Testing Program continues
and expands, i1t will In time produce a~sterlile,
unproductive, autocratic and uniform state

school system.

When opposlition Is silenced or eliminated, the deception exposed and people grow
weary of the contiruous scapegoating, the state will finally be able to establish its
absolute hegemony over Mlichigan schools. There will be no local involvement in deci-
sion making. No longer will individual Michigan school districts be characterized by
their exciting, innovative and creative programs. Teachers, principals and superin-
tendents will be mere civil servants operating as marionettes In a vast bureaucratic
wasteland.

Decisions will be made by the computers in Lansing and ecurriculum will be based
on behaviorist conditioning. Courses of study will be prepared in Lansing and state
inspectors will vislt local schools to make certain that the uniform program is being
followed.

The problems of Inadequate financing, raclsm, poverty, student unrest, and irre-
levant learning experiences will still plague the schools except that no local board
or faculty will have the courage or desire to attack these problems with boldness, vi-
gor, Imagination or creativity.

" Significant local needs will undoubtedly be ignored on most occasions because
they will conflict with uniform state standards. In short, control rather than demo-
cratic leadership will be the order of the day.

The firm establishment of uniform state testing and the adoption of common goals
will provide the State Board of Education with the major tools necessary to impose

its control. Already the more forthright State Education Department officials are




saylng openly that 'local leadership has falled in its efforts to solve cruclal educa-

tional problems and It is now time for the state to take over."

In the final analysis, local educators are the only ones who llive dally with

major educational problems. They share with students and parents the grave concern

about the defects of current educational programs. But, they have also had many un-

fortunate experiences with fadism and are quite familiar with the many nostrums belng

peddled by charlatans who trade on this concern by promising quick and sirplistic

cures for all the educational ills,

The experienced educator s palinfully aware that there are no panceas for those

i1ls. Legltimate progress Is brutally slow and requires money, time, patlence, under~

standing, professional unity, Involvement and cooperation. Knowing all of this, the

professional educator senses immediately that a comparative state testing program

works against all of the requisites for real educational reform and Improvement.

The Mlchlgan State Testing Program In Its current context can only be viewed as

reactionary fadism. It was tried and rejected fifty years ago. Unfortunately, while

most educational fads are harmless, uniform state testing is a poisonous nostrum with

the potentlal to kill or at best prolong the sickness in our midst.
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Dr. Rean. T appreciated the quotation that you read and I was
amused that Dr. Kearney said “that has to be John Holt.” Well, this
expresses essentially—it. was not John Holt, I know—but it expresses
what John Holt says: that there are many influences on the learning
processes and at the best the teacher is probably a midwife to this
process, and the things that really condition learning is how the
child feels about what happens to him in the school experience.

Senator MonpavLe. And i1f a child cannot read or write or count and
he is in the fourth grade, what does he think of himself?

Dr. Rean. Okay, tf)ut I am not setting this up as an either/or kind
of proposition. My contention is that ultimately children will learn
toread and write at their ownlevel. )

Senator Moxpare. But we have schools where most of the children
are delivered such a poor education that they do not get the funda-
mental tools of reading and writing and counting. I think I am a
humorist, too, but how can you just say, “Well, we will give them
humanism.” Some of these institutions are failing so abysmally that
their only protection is to keep the public from knowing what is really
going on,

Now, if Mark Shedd is right in Philadelphia, and %wo-thirds of the
children in 50 of their elementary schools are unable to comprehend
what the teacher is suying, is that not a disaster of enormous propor-
tions, and are not the tests that disclosed that disaster things which
should have been disclosed, information that we must know? I did
not realize it was that bad.

BAD INSTITUTIONALIZATION

Dr. Rean. Of course, the first assumption is that this this is a cor-
rect observation, and I am not sure it is. The second is that this is a
result of had institutionalization and I suspect this is true. The chil-
dren reached this state, although I would not contend that it is that
bad, because wo know we have many youngsters in the schools that
are turned off. The assumption is that this comes about because we
have not given sufficient attention to these cognitive skills, particularly
in the areas of reading and math. My answer to that is that we prob-
ably have put too much attention on these skills and very early have
labeled children failures that do not proceed as rapidly as others, and
they give up.

This becomes very apparent about the fourth or fifth grade because
we are trying to measure on a universal standard instead of letting
children move along on their own continuum of learning. If we do this,
tho children will achieve these skills and reach them. %Vlmt we really
do isto get anxiety-prone about the end of the first grade. We give a
test and find 50 percent of the students are below that norm or stand-
ard, and we assume that thisis a bad thing and we have got to do
something to catch them wup, and we go into all kinds of remedial pro-
grams. We develop all kinds of anxicties for the children. We begin
to label them and then we wonder why they give up. :

The answer is not more and more emphasis on the fundamental
skills, but rather, to look at the total environment of the schools to
find out why children ultimately give up on the learning process. We
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know nationally a third of the children drop out of school before they
finish high school. It is a horrible statistic.

It is my contention that they do not drop out because there has not
been enough attention to the cognitive skills, rather it is the result of a
system that does not individunlize everybody on the basis of his per-
sonal standard.

Senator Harr. Thanks very much. I am glad I am sitting in oa these
hearings because if I had any thought that at their conclusion I would
be in u position to make other than a very tentative judgment about
what we should do I might be disappointed.

To return, if you wﬁl, to the point I was attempting to make—or
the answers I was fishing around for from Dr. Kearney, how do you
judgo the quality of education that a child is receiving? Do you say
that that is & question that ought not concern us or it 1s a question to
which no answer can be given, or owr method of getting the answer
is wrong?

Mernop Ic Wrone

Dr. Rean, The method of getting the answer is wrong. You see, we
are all looking at the educational enterprise and we are all coming up
with answers and trying to divine what quality education can be, The
only one that can define the quality of education is the client, the child
that goes through the program. We will not have quality education
until every chilcftlmt goes through this process ends up by saying, you
know, “Those folks in that school did the very best that they could to
help me become a knowledgenble, productive, and partici~ating mem-
ber of the society in which I serve.”

Wo set up certain sequences of courses and so on and assume this is
good for the student, and you hear o lot of talk, for example, about
frills in the educational program—these are always made {)y adults,
and they are made on the basis of the things that were important to
him as an adult. For me, in my educational experience, nlgebra was a
frill because I never had any use for it. We all are selective 1n the learn-
ing experiences we have. We will not have any degree of quality in
the educational program until the whole programing is so broad and
so_versatile that every kid feels comfortable when he goes through
this, and the application of any kind of standard by which you eval-
nate and judge the student, as he moves through this will ultimately
turn many kids off and will ultimately create the kind of situation
where the student says, “There was nothing there for me.”

Senator HArt, Now, do I understand you to sny that you agree that
the ability to read and to write and to handle arithmetic is critical
to becoming an educated person, but that left free of too much orgn-
nized testing at some stage or other—and it will vary from child to
child—all of the children will learn to read, write, and add?

Dr. Reap, Of course. The research shows, for example, that reading
in and of itself is not that complicated a skill. Some wag remarked
one time that if we taught kids to speak the way we teach them to read,
we wnuld have o nation of mutes. Reading is a very natural process;
but again, we have to go into this comparative kind of thing where
immediately as a child enters his formal education if he does not
measure up to the norm, a negative judgment is made and he is labeled.
And even to the matter of the gold stars—who gets the quick rapport
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with the teacher? The child that learns to read very quickly, and the
child that does not is pushed aside.

This process increases with intensity as the child moves up the edu-
cational ladder. Here we are talking about feeling and attitudes. Thesc
are the affective domains that Dr. Kearney was talking about, and
for the most part, we want to ignore them; and I think these are the
most important things that condition the child’s ability to go through
the school and acquire these necessery skills,

Now, every child is not going to achieve them at the same level. We
all are different heights. We all have a different talent as far as
recall and expressing ourselves verbally or anything you measure.
People fall along a standard distribution curve and we get hung-up
on this because we seem to think that we have to bring the 50 percent
who are below average on any measurable skill up to average. It is
never going to happen.

Iam 5 feet 6 inches. I am going to join this new movement for small
people. If that philosophy had been applied to me when I went through
the educational process, they would have put me ou the rack and tried
to stretch me out to 5 feet 8 inches or whatever the norm was for that
particular age and group. This is what we literally do to children all
the time.

Part of this is in the use of these devices that really have nothing
to do with learning motivational devices, the honor societies, the
plaques, the gold stars and all these other things that are supposed to
be the incentive for children to improve. Actually, this does not happen
and by the time the children get to the seventh or cighth grade many
of them take great pride in the fact that they flunk everything. This
becomes a status symbol as much as the A or B.

Senator Hart. I think I am clear on one thing. It may be a very
minor thing. A standardized test for arithmetic, that is something
wo can hack. You are saying that given a classroom of the fourth,
seventh or, 11th grade produces a variety of performances and we
tend to say that the poor performner is doomed as far as math is
concerned.

Dr. Rean. We say it very literally.

Senator Harr. You are suggesting that it is just being given at the
wrong time in the evolution.

Inpivinvan LearNiNe Cycrres

Dr. REap. Yes, plus the fact that there are some people that take a
longer period of time to get to a particular gonl than others. We put
children in a block of 13 years, roughly ; they enter school at kinder-
garten and finish at grade 12. The assumption is, on the part of every-
body, that all children are going to go through those years at the samne
rate of speed and all end up at the same place at the end of that time.
These children begin to spread the first day of school in (erms of the
particular continnum that each child will follow in his learning cycle.

Senator Hart. Is that true equally with respect to grammar school
and high school and primary and secondary?

Dr. Reap. Well, I think that elementary schools have tried to cope
with this problein more effectively than secondary schools. I see pro-
visions for individual differences disappearing about the fourth or
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tifth grade. For example, the formal instruction in reading ends about
that time. It is assumed by the time he reaches the fifth ovsixth grade
he has all the skills necessary to rend whatever is used as a part of the
learning process. This just is not true and even our textbook companies
malke this assumption ; that is, you will get a 12th rade book or 10th
or ninth grade book and this assumption is that aﬁ children entering
the ninth grade can read at the sume basic level. It just is not true.
They will spread 12 or 13 years by the time they reach this level, yet
the textboo}(s are all geared to the middle, slow enough so the poor-
est reader can keep 115) and yet not too slow to turn off the kids that
can go way beyond this; and in the process you do an injustice to
both groups.

Senator Harr. Well, what would you do ? ‘

Dr. Reap. Well, T think there are many things that can be done
and this is one of the reasons it bothers me, because I think testing
will destroy some of the creative things that various school systems are
using to cope with this problem. You mentioned Philadelphia, for
example. To me, one of the most excitin things that has happened in
secondary education is the Parkway Scﬁool where the children liter-
ally go to school in the city. Now, if we had such a school in Jackson—
and 1 wou'd like to start one—the teache=s would be reluctant to go
into this because they would say, “Look, the State is comin around |
here and they are going to give tests and if owr children do not do
well on those tests we are going to be judzed poorly and the whole
program isn’t worth the effort.”

What the tests will do is make teachers revert to a standard and
teach for the tests. This has been characteristic of all attempts to get
at this thing through tests in the past. We found in the initial per-
formance contracting thing in Texarkana, when the Government went
in to audit the program, it found that the company had actually
taught the children the test or given the children the answers to the
test.

Now, lhonest teachers will not give students the answer, but they
will surely be conditioned by what is on the test and they will devote
all their efforts to that, instead of trying to individualize and trying
to at least create a kind of environment where every child feels com-
fortable and feels he is progressing.

b You cannot do this with these inviduous comparisons that are con- g
tinually being made. :
: Senator HArT. Would tests be helpful and of value, provided teach- ,
! ers and sehool administrators and pavents did not use the tests the ;

: way we use them ?
| ) Dr. Reap. This is why I started out in the beginning of my testi-
mony with the analogy of diugs. I think o test 1s only useful as one
instrument in diagnosing an individual problem of learning, but when
you try to give this on a mass basis across the State and then pub-
lish normative data on whero schools stand, you are going to ulti-
mately imrpso a uniformity and mass conformity on the education
process, which is just what we do not want if we are going to make

' " the program meaningful to every child that comes through it.
Senator Harr. Can that ever be achieved in a system of tax-sup-
ported education ?
Dr. Reap. What is that?
Senator HarT. The variety and richness and quality.
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Scioor.—MosT S1GNIFICANT INSITTUTION . . .

Dr. Reap. We had better get it, because that is our major mission.
You sec, you asked the question about what the role of the school
was, and Dr. Kearney said, “Well, I think there are just some things a
school cannot do.” Well, I happen to belicve the school is probably
the most significant institution for achieving change within the so-
ciety. If we just mirror or replicate dastardly socia forces that have
kept us from obtaining certain goals in terms of combating racism
and poverty—if the schools just mirror those forces, then you have a
static society.

I happen to belong to a philosophic school—-

Senator Harr. But is that not the problem of all our institutions?
Every institution and especially the schools, with the sensitivity of
the parents’ concern for the child, is going to mirror the society’s
attitude. It is wrong, but

Dr. Rean. It is wrong, and what institution is going to break that
cycle? Do you know of any other institution that can break the cycle
if the schools cannot ?

Scnator Iarr. I think the schools are even more vulnerable to the
mass majority operants than any of the others.

Dr. Reap. This can never be an excuse, though.

Senator Harr. I know it is not. an excuse, but. it suggests my pessi-
mismi is sound and that it is the least likely place we will see the
change.

Dr. Reav. I know, and it is easy to be pessimistic today when we
seo these things happening; yet for years I have heard the statement
“We know what ought to be done but we cannot do it because the
community will not let us do it. The State Department will not let
us do it. The forces will not let us do it.” I contend that if you are
really concerned about education as an institution for change, the
school administrators should be out working with the community con-
tinually changing attitudes; and I have seen this happen. Sure, you
get scars all over your psychological back as a result. o? the battles you
o through in this process, but to merely sit back and say “This is
unattainable; therefore the casiest thing to do is to perpetuate the
things that have created the problems with which your committee
is concerned”——

Senator Moxnare, We have been asked to make some recommenda-
tions to the Congress on how we might achieve greater educational
opportunity in this country, and as a part of that, to define the extent
to which there is inequality, and to the extent we can, why and what
we might do about it; and what cducational inequality ‘or equality
means. These are all tough judgmental questions.

If we cannot establish some benchmarks like whether a child can
count or read, how can we possibly begin with any kind of effort to
determine where we are and where we should go?

Dr. Reap. Yes, but I think this is the wrong way, because what you
are doing here is again trying to impose a mass standard which will not
be understood. '

Senator MonpaLe. What standard would you impose. if any, or how
would you ljudge the axtent to which a school is o succe:ss in a way that
we can understand it in a public policy body and be helpful?
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Crrteria To Jupce ScHooL ErrECTIVENESS

Dr. Reap. The first and most important eriteria I would use for
judging the effectivencss of the.school is the percentage of children tuat
leave school before graduation, the push-out and dropout rate. I think
this is the most significant statistic. If you really want to fnd out why
the school has failed, then you have got to do astudy of the rejects. You
have got to find out why these children dropped out, because the Amer-
ican schools are designed for everybody. They are not designed for an
elitist group in the society. We are not trying to develop neritocracy
in our society.

Senator Monpate. So, the first one is dropouts. What other
standard?

Dr. Reap. I wounld be concerned about the smount of freedom that

exists for innovation. I think that until you create the kind of climate
where people are willing to stick their necks out and do some things
that have never been tried before, literally—beeause we cannot do much
worse than = e have been doing. The direction we are going in this test-
ing business will disconrage this kind of thing because people are going
to play it safe. They are going to follow the usual, traditional, and safe
way.
You have got to create the climate. The promising innovations like
the Parkway School and the middle schools that have been developed
in and around the Chicago area need to be studied and we must find
out why they have been effective and begin to implement them across
the country. We must begin to establish, just as industry does—some
prototypes and models where we can achieve this goal of comprehen-
siveness and broadness in the school program.

Senator Monpate. It is my impression that, in fact, even when there
have been no tests, schools have been failing impressively by your
dropout standard.

Dr. Reap. Swure.

Senator Moxpare. And as o matter of fact, we had testimony here
from New York that traditionally, naybe 40 years ago, poor children
were not even programed to go to high school. If you Ilooked at the
number of children who went into grade school and the slots available,
it was quite clear that the whole school system expected poor kids to
fail and they did.

Dr. Reap. And they still do.

Senator Monpare. That is right, but. they claim, not as much as be-
fore, and you say that one of the healthiest things about all of this
turmoil is that for the first time the country is beginning to ask, “What
about these poor children?” If we do not hold the schools accountable
for these basic skills—and I agree the dropout rate would be another
qlﬁmiﬁcant standard—how do we, first of a]‘, define the extent to which
schools are failing, and how do we define the strategy by which we can
overcome inequality?

Because I can see—even though I amn very much moved by the need
for hwmanity, I think that-is very important and too often ignored;
1 think there has been n lack of humanity in many of these schools for
a long time, even where there is not a test. But how can we in Con-
%ress or in the State legisiatures develop a set of strategies that bring

10pe, if we do nothave anything to go on? Isn’t that n wonderful way
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for a punk school system to protect itself from being seen as it really
is by the public that it is supposed to support?

Dr. Reap. Yes, Well, first, T don by this, A while ago when you
were talking with Dr. Kearney, you pointed out there are some schools
in the ghetto that are doing a much more effective job than the Grosse
Points and the Birminghams (the wealthier areas), only because that
judgment is made on the basis of what the children do. This has been
the one thing that has been ysed in the past to determine g good school
and a poor school—what the children do.

SeLrcTIoN Prociss

Now, if I am a teacher and if I have the privilege of selecting my stu-
dents, I will look good because I will not take g chance with high-
risk students, This is what integration is all about really. We cannot
make comparisons between scl:ools until we get the saine socioeconomin
racial mix in all of our schools,

The prestigious schools Hlce Harvard and Yale received their Prestige
because they were highly selective in the kind of students they took in,
and the schools enera]?;l that have the reputation of being good be-
cause they score high on the tests and because they have more students
g0 on to college—this hag nothing to do with the ability of the teachers
In that school system or the way it is run or the dollars that go to sup-
port it. It is based strictly on the inclination of the children that came
there to conform to some Very narrow concepts that we have about ed-
ucation. This is the key.

As long as we continue to use this criteria to make the judgments,
We are never going to improve the image or give credit to those dis-
tricts that are making some real inroads in this area eveix though it
does not show up in the tests,

I can think of some things that T might do in Jackson that would
lower our relative standargizcd test standing and yet I think they
would be good for the children over the long haul because we are gtjj]
talking about relative things.

Senator Monparr. What kind of community is Jackson ?

Dr. Rean. It runs the gamut. We arc about 16-percent black. We
have a considerable number of blue-collar and middle-class and some
affluence. We havea pretty good mix.

Senator Monpary, What 5 the population ¢

Dr. Reap. The schoo] district is about 85,000. The school district
goes beyond the city’s boundarie,

Senator Moxpark. How many children in the school system ¢

Dr. Reab. 15,000.

Senator Monpare. Would you object if we called Dr., Kearney back
just to respond? This is sort of unusual, but I understand the two of
you have appeared together before. If You do not mind.

Dr. Reap. We have been on g couple of panels.

Senator Monpare, Would you respond in a general way to this
criticism directed to testing, Dr. Kearney, that it inhibits the humani-
tarian approach, that it may prevent teachers from. doing some
of the other things that may be more important in order to test well
and, in effect, it does set the standards for schools in an unfair way ¢
Dr. Read made the arguments much better thanIdo.
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Dr. Kearney. Yes, sir. I guess you really do not want me to go
through point by point and try to answer each onc. We have done that
on other occasions.

1, too, consider myself something of a humanist. I began my experi-
ence in the arce of public education as a Latin teacher, su if on no
other grounds, I suspect that qualifies me.

I do not think necessarily that a statewide edvicational assessment
effort has to stifle crentivity or has to stifle the many things that should
go on in the public school system. There are problems with educa-
tional assessment cfforts and there are problems in the current edu-
cational assessment efforts within the State of Michigan, but I think
they are problems that can be overcome and I think that we need to
proceed in that direction.

Wuar SaouLp Schoors Do?

I think that we need to seriously consider the question of what is
it that the schools should do, and that we should be able to come to
some conclusions within a State, I ¢hink, and certainly within dis-
tricts, within school buildings, in terms of individual children, that
this, indeed, is what it is that this school or this set of circumstances
is going to provide for this particular child or group of children.

Dr. Read advanced the argument in his paper and I think also in
his testimony that standardized achievement testing will never permit
us to do this because we will always end up with 50 percent of the
children below the median and we will never be able to set what it is
that the schools should achieve. I would disagree with this.

I think if we can move in the direction of criterion referenced test-
ing, which I referred to carlier, that it is our responsibility not to set
a standard for every child, but certainly to set some minimum levels
that the school should seek to attain for all children who go through
them. That is simply going to guarantee them, hopefully, some mini-
mum kind of skills and minimum knowledge in certain areas that I
would feel they need to pursue whatever it is that they choose to pursue
in school or following school.

MINIMUM STANDARDS

1 think you can then leave it open to all kinds vf broad ranges in
terms of individuals or groups as to where they go and the maximum
they reach, but I think there is ncthing antithetical in the notion of
setting minimal levels of performance or minimal levels of expecta-
tion for all children that go through a public school system.

I think it gocs hack to one of Senator Hart’s questions : Indeed, what
are the purposes of the schools? And if the purposes of the schools are
not to impart some of these things, then I suspect we should get into
some serious dialog and decide what it is schools should do. Indeed,
whotever it comes out that schools should do, then I think we need to
fina out whether they are doing it.

I recognize the problems that arc inherent in attempting to be able to
assess and take soundings of children’s learnings and understandings,
whether it be in the area of cognitive skills or whether it be in the area
of values or attitudes and the like.

216




9592

I do not know how much further you want me to pursue this, I
would take exception to many of the statements that Dr. Read has 1n-
dicated in part III of his testimony. I do not know, Senator, if you
want me to go on here or if you want to ask some specific questions.

Senator Hart. Doctor, do you agree that while you can by a test
measure at least the skill in mathematics—and I would assume, to a
slightly lesser degree, reading—that all it means is that at that given
moment in time there 1s this variation in this group ?

Dr. KeArRNEY. Yes.

Senator Hart. And that 2 years later you might find the student
who looked bad on that test, had in his eycle, caught up and might have
even out distanced the fellow who look..d good before ?

Dr. Kearngey. This is possivle ; however, in large scale testing where
you have a large number of cases, you are generally going to see some
stability in those things in terms of at least the groups. When you get
down to the building level and certainly the class level and the level
of individual children, you will seec numerous exceptions to this, but
I think in general you will see fairly stable measurements from point
to point when you are dealing with very large groups of children. We
would not suggest that the norm in the State of Michigan, the 50th
percentile or the median in the State of Michigan, should become the
standard for all children by any stretch of the imagination,

We would, however, suggest that we need to be sble to state, un-
equivocably, what it is that the schools should be able to provide the
children, at least ir. terms of some minimal levels. That is the schools’
responsibility that it has taken on as a public institution. We are inter-
ested in finding out to what extent children are being served in this
regard; without attempting in any way to make all children hit the
50th percentile or without attempting in any way to put a level or
ceiling on the achievement or understandings or learnings of any
individual child.

Senator Monpar. Dr. Read, what would you have the Federal Gov-
ernment do to improve education, and on what basis do you recom-
mend it ?

Dr. Reap. Okay. I think, first of all, there has to be a removal of
distrust that seems to permeate cducation at every level. Christopher
Jencks did a study of the large metropolitan school districts and after
he finished this study—and T guess he is one of the most distinguished
sociologists in the country—he said that there was one thing that char-
acterized large urban school systems, and it could be summarized in
one word : Distrust. School boards do not trust superintendents; super-
intendents do not trust teachers ; teachers do not. trust students; and as
o consequence, a whole series of regulations and child accounting forms,
controls and the likeare established.

Basic ArrrorrratioN ror Arnr CHILDREN

For example, I think categorical aid is essentially reflection of this
kind of distrust. My own feeling is that there should be a basic ap-
propriation made for all school children, no matter where they are, a
basic foundation kind of thing in terms of dollar amounts: and then,
beyond that, I think there ought to be funds set aside for those school
districts that are willing to innovate—an expansion, if you please, of

- . O

217




9593

Title III, of the ESEA-—which provides support money, seed money
for the development of new programs to attack this basic problem of
individualization in providing experiences for all'children; and this
ought to be designed so these prototypes, pilot models, are developed
throughout the country. Then there should be further funds for their
dissemination where they have proved to be successful ; and again, I
would nsc the one statistic, the dropouts, the students leaving, and the
movrament of students through the program to evaluate what hap-
pened. :

Senator Monpars. In other words, in addition to trying to fully
fund Title I11, you would expand that?

Pl‘. Reap. I would expand that and maybe get rid of all the other
titles.

Senator MonpaLe. You would probably just have a program of
general Federal aid to education?

Dr. Reap. I am strongly committed to the general aid principle
rather than categorical aid for vocational programs and for compen-
satory education and this kind of thing. I think experience has
shown—-

Senator Moxnare. You do not believe in compensatory education ?
You do not think it means anything?

Dr. Reap. Yes; because I do not know what you are compensating
for. I think the fact that these funds have been channeled into certain
areas with the thought that we are going to raise the achievement
leve! of children has been a false illusion and the data shows this.
I would challenge you to show moe one case where these programs have
done this.

Senator MonparLe. The test data, but you do not want that!

Dr. Reap. [ have seen the data.

Senator MonpaLE. Do you trust it?

Dr. Kaap. T have visited many model programs on site inspection.
I have read the studies. And even trying to dig it out through the use
of tes!s does not seem to indicate that this happens. I am suspicious of
all tles; data because there are so many variabli)ees that affect these test
results.

For example, we know that if we go into a new program, immediate
positive results in terms of what kids do on tests is shown, but over
a long period of time this disappears. I think you are familiar with
the comprehensive evaluation that was done with Headstart and the
conclusion was that this had had virtually no effect on the children
that were involved. I am not sure it did not. I do not know whether
you can identify whether it did or not for maybe 20 years, I have had
experience with Headstart programs in trying to get a panel of par-
ents whose children were involved in it, and I could not get anybody
to attest to its efficacy. And it suddenly dawned on me that if I had
to get up and publicly say that I had spawned a disadvantaged child,
I would not participate either.

So many of these things tend to label and identify, and parents and
children resent this; and again, itis part of a whole process of building
a real lousy image and a lousy attitude toward school.

Again, I would like to ask Phil this question : Where would you set
this minimal standard? I am curious because I have never been able
to set, ono that would apply universally across the board to every child
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at any given point in his educational career, knowing that there are
various time sequences when children reach a specific goal. What
would it be ? Fifteen percentile or 207

Dr. Kearngy. I think we would set it through the fo]lowinﬁ type
of a process which, as you know, we are attempting to do. That 1s,
with the help and assistance of educators throughout the State of
Michigan, citizens throughout the State of Michigan, and students
throughout the State of Michigan, be able to say some things about
the common program objectives in at least seven priority instructional
areas; and hopefully, through that process, by some kind of consensus,
to say that at the conclusion of the primary cycle, for example, that
perhaps 80 percent of the children in the State of Michigan ought
to have obtained this minimal level.

To some extent it is somewhat arbitrary. But I think we profes-
sionals in education who are saying to people that we have schools
and are running schools to provide certain kinds of services, have
got to attempt to tell people what it is that we are going to give them;
and then we have got to give them the information that indicates
whether or not we have done that.

ACCOUNTABILITY

I think it is all wrapped up with the notion of accountability.
Accountability, I realize, has become kind of like a fad, like mother-
hood and patriotism, and it means a lot of things to a lot of people and
different things to different people; but it has two factors. Account-
ability means that you have information and data on the performance
of an individual or group of individuals or a system or a set of
systems. Then, sccon(f accountability means that you are in a posi-
tion to make some changes or alter some conditions based on the
particular performance data you get. It boils down to a question of
information and data. All kinds of information and data are going
to be subject to all kinds of misinterpretations, whether it is test
data or whatever kind of data it is; but I think we are putting our
heads in the sand and under the rug if we turn away from attempt-
ing—while we recognize that our cfforts are primitive—if we turn
away from attempting to provide information to people who are
going to make decisions about education.

Senator Monpark. It secems to me that we have pretty good ac-
countability now for people who are rich enough to buy their own
options, and almost always the option they buy is increasingly ex-
pensive. In other words, they do find a relationship between money
and quality. They can do almost anything. They can deal with this
humanity problem. They may want a child in a progressive school
or an open school, or they may want a vocational training kind
of school or they mnay want a lockstep, doctrinaire college entrance
kind of school. They may want a military kind of school. They may
want a high quality, expensive, all-white suburban school.

They make those judgments, and I think that they are able to
buy accountability; and when those children start reaching their
teens they, too, are a part of it because they can talk to their parents
and together they can kind of go where they want to go.
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But the problem is that persons of avernge means are delivered

one plate to eat off of in education. It is called public schools, and
they either eat from that plate or they starve.

Power To Horp ScHooLS ACCOUNTABLE

Tt seems to me the problem is how do we give them some power
hold the schools accountable? How do we give them some way to make
an intelligent judgment about their schools and what their schools
are doing to their children? That is really the main problem we
have here in Congress.

We have a local school system and I hope we always will, but how
can we—through money, through intergration policies, through com-
munity control—through whatever it may be, try to deliver in the
Elé)lica sector a better, more responsive school system than we have

ay?

I do not see how we can get away from some kind of testing. I think
the dropout phenomenon is good, but surely, whether a child is
capable of reading, whether he has been taught to read or count, must
have something to do with those test scores.

Dr. Reap. Of course, if you buy the validity of testing, you are
correct. But if the test is not valid and you know that certain people
in the society are going to do poorly on the test and this has no rela-
tionship to their potential and you continually tell them “You are at
the bottom of the norms that are issued here,” how are you ever going
to change this if this is your criteria and the criteria does not reflect
the tg:rue potential or the true worth of the person? Who writes the
test ¢

Senator Moxpare. Which is worse, an effort to try to understand
through the best test we can devise, or a system which leaves a rotten
school system with a perfect defense—it is failing the children and
they say “I am sorry. We cannot answer your question whether any-
one can read because that interferes” ’

Dr. Reap. You do not have that either/or proposition if you are
using a false proposition to judge the results, and I contend you are,
because you are taking a sample of 2 hours of a child’s total time in
school and making a judgment of what he has learned on that basis:
You are making an absolute judgment which people accept and this
will prohibit, I think, any attempt to really get at the problem be-
cause you always get confused. At one time the schools would give those
answers to parents of children who performed poorly on the test,
«“Well, your child is a slow learner; put him in the vocational school,”
or, “What do you expect us to do with what you gave us to work
with 2” Those answers do not go any more. _

Any test you give you are going to have a group of children that
fall below this level, and what do you say to them? “Wé are going to
change this.” If the judgment was made on height about me back in
the 1930’s they would have had to tell my parents, “I am sorry, your
child is just this way and there is nothing we can do with him,” if that
was the criteria. - =~ . , . o .

Senator MonpaLE. Do you see the validity in quality integrated
education ? o C o .

Dr. Reap. Absolutely. »

Senator MonpaLe. Do you support. quality integrated education?

AR\
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IsoLaTioN PromBits CunLTURAL INTERCHANGE

Dr. Reap. Yes, because I thiuk there is a lot of peer learning that
goes on. I think we have built through neighborhood schools, an isola-
tion in our school system that prohibits that kind of interchange be-
tween children in various cultural levels. This is the most crucial
cultural problem we have, We must either get it together in this coun-
try or otherwise we are going to have separate societies.

Senator MoxpaLe. Do you see a cognitive learning achievement
level, as well as a cultural achievement level, that flows from quality
integrated education ?

Dr. Reap. Yes, I think it does.

Senator MonNpaLe. Do you think poor children introduced in a sensi-
tive respectable way in a——

Dr. Reap. Yes, if we do not get anxiety prone along about the second
or third year when we find 15 percent of these children are below the
15 percentile. ' .

enator MoNpaLe. In other words, I think you are right. We led a
fight out of this committee—and Senator Hart supported it—for a
national bill to encourage efforts for the kind of school system which
did not produce white flight, but in which everybody felt they were

etting a better education, in which children were respected for what
they were. I think that is what this country needs. But one of our argu-
ments was that the testing seems to show that the poor children will
do better and the advantaged children will not be hurt,

If we are going to win this great fight, which is essential to the
health of America, we have got to give the best possible answers we can
to concerned black and white parents, that everybody is going to do
as well or better than they did before, together with a hea'lt}%ier society.
Butisn’t testing important in this?

Dr. Reap. Do you have any test data to substantiate this? All the
test data does not give you thiskind of answer.

Senator MonpaLE. Well, we have heard from the project——

Senator Harr. How would you estabiish that proposition with the
data knowntoyou?

Dr. Reap. I think that ultimately we will be able to develop some
procedures for judging individual goals based on the assumption that
we start out with the program and we say, “These are some things we
are going to attain.” I am not sure that we can ever measure them in
precise scientific terms, but there is a measurement that goes on, and
I think this accountability we are talking about is reflected generally
in how well people are willing to support the schools. I personally, am
willing to trust to that kind of ultimate judgment.

People scream that we have never had accountability. In Michigan,
we have. accountability every year when we go to the parents in our
local districts and ‘ask them to vote for a millage tax levy in support
of schools. If there is'a general feeling that the school is doing a pretty
good job, you get the millage. If there have been numerous 1nstances
where children have been isolated from the main setting and so on,
this is the only way parents can strike back. And they. do not strike
back but not because of economic reasons. This is the classic excuse,
“We,voted the millage tax levy down because economic conditions are
bad.’ ‘ C '
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To meet this problem requires the involvement of people at the local
level to dig at the real problems of education in that community. This
isa long process and it takes time to convince every taxpayev that the
schools have got to be concerned about every child. In the past we weve
concerned about the children of the parents who counted, and you
pointed this out. That is where the accountability was.

Must ConviNceE ToraL CoMMUNITY

% ; Now, today, people are becoming more aleit and the old answers
: do not go. You have got to convince the total community, and if you
| have a bad product you can quote all the testing statistics and so on

that students have grown 6 months more than they did before, but !

down deep, if people do not feel this, they are going to turn against

you at the time they vote. i

This is the way you reach the problem, and all the test data in the
world are not going to convince citizens that they have a good sys- :j
tem. It largely comes back to how they feel about it.

I have a hypothesis that I cannot prove, but I suspect most people
have deep-seated hostilities and dee -seated feelings against the pub-
lic schools because most of the children when they went through this
process had a miserable experience.

Senator MonpaLE. Your argument is somewhat analogous—I agree
; it is not fair—to the argument used by the banks when we wanted
! truth in lending. They said, “There is no way to calculate it. It cannot
' be done.” We said, “Wait 2 minute, aren’t there some benchmarks that
you have in-house as to what money is worth and what you are charg-
ing 2 So we forced that on the lending industry. As far as I know,
they had no problem at all. They just took the little things they had in
the lower left-hand drawer and they told the consumer about it.

I am sure it is not that easy in education, but there should be some
way of telling citizens how well their children are doing.

" Dr. Reap. I guess this is the whole thing wrong with education. We

do too much telling and not enough listening, and I do not think the

; two situations ave analogous at all because you are talking about one

g of the most profound influences on the lives of children, which is the

: school. .You see, what happens, is most of us, where the system was

E good to us, where we-learned to use words well and write well and so

on, and probably finished in the upper quartiles of both our high

school classes and college classes, we go back iand assume that what
was good for us is also good for the total student body. This is the
critical issue in education ; that the people who teach and administer
and operate the whole establishment can have very little empathy for

maybe as high as 50 or 60 percent of the students that go through the i

process who did not have this identical kind of experience.

I could give you a test today on what we have heard in the testi-
mon%' and then publish your scores on this. I wonder if you would like p
that? P 3 K __—

.Senator MonpaLE. I would not. Lt o
" Dr. Reap. I can. I have a test ready. Would you like to take it?

Senator MoNDALE. No. . o y S

Dr. Reap. How do you get at the problem? By increasing the feel-
ings that I am just not as good as you are? I will score 100 percent
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on the test because I have done my homework, but there is a selective
rocess that goes on in learning that each of us follows, and there will

a difference right in this rcom. Does it make the person who listened
acutely because he had an interest in this a better person than the one
over here ?

You can say we are not going to label and we are not going to iden-
tify, but do not tell me this kind of thing is not going to happen. In
one school system, two principals were bounced by the board of edu-
cation because the norms in their schools were low. This happencd to
be two very competent black principals who had been personai friends
of mine for years. Later, the board changed and put them on probation
after there was a public upheaval about this kind of thing. There was
accountability. There was a community that said, “Look, you are not
going to do this to our sisters and brothers because of tests done at
the State level.”

This kind of thing will be repeated at the State level as this be-
comes more entrenched. People will look at test results on a simplistic
level and they will see it as the sole evaluation of how well the teachers
have taught and how well the programs have been developed, and they
will wait for the results just ?ike the football game results, with the
traditional rival. There will be scapegoating, distrust, and division
at the very time we have got to move.

Must BE PARTNERSHIP

I think the whole problem of the role between the State education
department and the intermediate districts and so on has got to be
reopened and explored. Is this really a partnership kind of thing or
are we going to move to a nationalized system of education b on
concepts like they have in Europe—and they have done a good job
of conditioning the people over there, with the Ministry of Education
and the State school inspectors and so on. I am concerned about this.

I have seen in Michigan, for example, the role of partnership be-
tween local districts and the State education department change to
one where they happen tobe in an adversary position. Phil Kearney is
not my enemy. We are hoth trying to do the same thing, but I get dis-
turbed when he comes into the district and then gives a test and then
gives me money on the basis of what the children do, and I question it.

He said in his testimony that we were not surprised. I certainly
was not surprised by the results in Jackson. I could have told you about
what was going to happen even before the tests were given and with
reasonable accuracy. I did not learn anything new. -

Senator Harr. I think what you are asking is, for all of us as a peo-
ple, to just have new definitions for the purpose of education. g'e:u
remind us we all went through this system. We are all schooled——

Dr. Reap. Programed, conditioned, if you want to use those words.

Senator HaArT écontinuing). Programed or conditioned, no matter
how we deny it. Subconsciously, we do accept grade performance for
competence and a diploma for learning. It is awful tough to get away
from that, just the way we accept military strength for national
security How are you going to correct that? It is just as wrong.

Dr.Reap. Just keep working on it.
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Senator Harr. Or if you got more social workers you would improve
the quality of the comunity. That does not follow either. These are all
assumptions.

Dr. Reap. But you still have to go back to that basic institution, the
school, where these things are perpetuated and continued for genera-
tion after generation. I cannot fault the system. The system of public
education was tremendous for me, and I came from a poor family. I
got a scholarship at the University of Michigan and I cannot fault the
system. But I cannot take the further step and say because this was so
good for me it has to be good for every child that comes into this
setting now.

I think of the children that dropped out along the way that were
with me. What did it do for them, the one that ended up in the estab-
lishment down on Cooper Street? I get concerned about an institution
that does this, and I think somewhere in this whole context we have
got to develop the kind of setting in the school where everybody feels
that this institution is designed for him and is to help him to know
himself.

Senator Harr. It is an institution which is just one of many insti-
tutions in o competitive society, and there are going to be losers in the
competitive society. If we want to change the character of our society,
maybe we can get to some more rational evaluation of the institutions,
but as long as we have all got that hangup, we are always going to have
these hangups about proof that you are making it. Show me your
paycheck or show me your grades or show me what kind of house you
livein.

Merrr Pay SysteEm ror TEACHERS

Dr. Reap. Let me just bring in one last point here. We have a State
Senator in Michigan who wants to take the assessment test results now
and develop a merit pay system for teachers. Now, that is great. Let’s
assume that he could do this for a minute, and we are into this area of
competition, and one of the things we have got to start with is that the
schools are not a competitive enterprise. It is a socialized institution.
Our profession is socialized. We do not operate independently. Our
clients have no choice. The people in Jackson have to come to the
school that I administer and they have to accept a teacher to whom I
assign their children. They cannot pick that teacher like they can pick
their doctor or lawyer.

Now, in the private domain, this concept of merit works beautifully
because allegedly the one that is the best performer ultimately ends up
with all the clients or patients; but this does not happen in education.

Assuming.that State Senator Stamm could develop a merit systein
based on this testing, then you have created another problem because
if you have a star teacher and I am a parent and you do not assign my
child to that star teacher, then I take you to court because of equal
protection. Why should my child be denied the opportunity of that,
master teacher? How can you assign my child to a teacher who is not a
master teacher? o , '

The real big challenge of education, I think, is to prove that a social-
ized enterprise can be efficient, can be creative, and that we do not
really reflect the dastardly forces of greed, competition and this kind
of thing which we program into our children through the very things

‘\_'\\.-;"\
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we do in the school. There must be a better way, because we see the
products all around us of what happens as a result of this kind of
system,

I draw this from my religious philosophy that says really you do not
have to go around and judge people all the time. Why do we have to
compare?! Why do we have to make judgments? I think this is really
un-Christian.

Then we et into the pragmatic, the compromise of the ideal with
the practical. Well, T try to do this, too, but I try not to lose sight
of where we are ultimately going in this business of education, and we
cannot be schizophrenic about it. Otherwise, abolish the public school
system and go to your voucher system that some people are suggesting
where people have a choice.

Incidentally, this is what Christopher Jenks suggested after his ap-
praisal. He said you have got a monopoly in the public schools and any
monopoly does one of two things: It 1s either regulated or it per-
petuates itself with a lot of bureaucracy. Well, the schools are not
regulated so this has happened, and his solution was this very thing;
and maybe this is what we need to do. I do not know. I ain opposed to
it because I think it is too important to leave to the private domain,
and yet naybe the voucher system is the answer. Maybe performance
contracting is the answer. If you buy this, then you have to go down
this road, but I do not know what you do with the children in the
process.

VOUCHER SYSTEMS

Sepator HArr. If you could avoid the voucher system being used to
short-cireuit the 14th amendment in terms of desegregation, would you
think it more desirable than the existing system ?

Dr. Reap. I personally do not, no; because it seems to me that
the model is set in the schools and this is the real challenge with which
school people have never wanted to grapple. They do not understand
that this is a socialized enterprise and we have got to put aside some
of the things that are traditionally the spur for better behavior, which
is competition and incentive. If we have to acce t this in the educa-
tional establishment as a means to improve per ormance, and this is
the only way, then let’s do something to escape the 14th amendment
and go to voucher systems. , ,

But if the scheol is to set a better pattern—and I do not know any

other institution t}, at has got that unique challenge in our society—then -

we had better go on about this business of literally forgetting about the
false incentives and iry to build something to show that in a coopera-
tive enterprise you can achieve results and you can provide the kind
of education where at the end of the experience the child says, “By
golly, they did their best for me.” That is where the real accountabil-
ity 1s. - ' ‘ ' o '
. ySenatOr' HART. One appeal of the voucher system goes to the point
you just made—the unhkelihood of organized, tax-supported public

schools, given the necessity of having in the classroom 20 children
with varied aspirations and varied instincts and tendencies, to be able
to reach and encourage the variety of tendencies that are represented
there, because the curriculum is always goingtobeablend. -

5 -
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But if you had vouchers, the child that really thought it was
exciting to be a TV repairman could, after he got his reading, writing,
and arithmetic, take that voucher and zero in on whatever you zero in
on, to be a TV repairman; and the fellow who liked Latin could take
it and find a pleasure that is denied most people. But you are never
going to be able to reach that with this kind of composite that you
say, nonetheless youn

Dr. Rean. Of course you can. I think you teach what you are and
if you are committed to this, you operate through example and
precept. I have seen people who can do this, get this kind of blend,
and with a group of children provide this kind of experience; and the
thing that characterizes this kind of educational setting is trust and
respect. That has to permeate it. You will be disappointed many times
and people will disappoint you, but I would rather go this route than
assume everybody is a rascal and we have to check up, to see if the
child islearning what we think he should learn, if the teacher is teach-
ing what we think he should, and if the administrator is administering
what we thing he should administer. I may be a foolish dreamer in
this respect, but I think it can be done.

What happens if the schools have isolation and operate on the basis
of mistrust? Should we wonder why people operate in the adult
society on the basis of these same concepts ?

Senator Moxpare. Thank you very much for this contribution
today. We are most appreciative. May I say that we have had nearly
a year and a half of solid testimony here, and it was a good thing
to have the two of you side by side, because it helps point out this
dispute, which is a real one, and I assnme an unresolved on¢ in the
broad sense. We are most grateful to both of you.

The committee is in recess, to reconvene at 10 a.m., on Tuesday, in
room 1114, of the New Senate Office Building.

(Whereupon, at 12 :45 p.m., the Select Committee was recessed, tc re-
convene at 10 a.m., on November 2, 1971, in room 1114, of the New Sen-
ate Office Building.)
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EQUAL EDUCATIONAL OPPORTUNITY IN MICHIGAN

.
-

TUESDAY, NOVEMBER 2, 1971

U.S. SeNATE,
SeLecT COMMITTEE ON
EquaL EpucarioNal OProrRrUNITY,
Washington, D.C.

The Select Committee met at 10:10 a.m., pursuant to call, in room
1114, of the New Senate Office Building, the Honorable Walter F.
Mondale, chairman of the committee, presiding.

Present, : Senators Mondale and Hart.

Staff members present: William C. Smith, staff director and gen-
eral counsel ; Donn Mitchell, professional staff; and Leonard Strick-
man, minority counsel.

Senator Mo~npaLE. The committee will come to order.

This morning wo have a panel representing the Michigan Education
Association. Mr. John Ort is president, and Mr. Herman Coleman
is associate execntive director for minority affairs of the association.

We arve very pleased to have you with us this morning. I have a
copy of your statement. Yon may proceed as you wish.

STATEMENT OF JOHN ORT, PRESIDENT, MICHIGAN EDUCATION
ASSOCIATION; ACCOMPANIED BY HERMAN COLEMAN, ASSOCI-
ATE EXECUTIVE SECRETARY FOR MINORITY AFFAIRS

Mr. Ort. Good morning, Senator. :

I am John Ort, president of the Michigan Education Association,
representing some 78,000 teachers in the State of Michigan. My pro-
fessiona] assignment is that of a counselor in the Livonia Public
School System in Wayne County. I appreciate this opportunity .to
present to this committee the views of our organization on the prob-
lems of equal edncational opportunity as they pertain to educational
finance and desegregation. -

On September 23, 1971, Mrs. Catharine Barrett, president-elect of

* the National Education Association, appeared before this committee.*

Her testimony was based on a survey entitled “School Bond and
Budget on Tax Referenda,” which indicated the growing resistance
of local taxpapers to pay the increasing costs of public education.

ScrooLs Face FiNaNciAL ProBLEMS

Mrs. Barrett cited a second survey conducted by the NEA entitled
“Teacher Supply and Demand,” which showed that for the first time
since World War II we have enough teachers to supply adequate
educational services. At the same time the majority of school systems

*§ee Part 16A, Inequality in School Finance.
(9_603)
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responding to the NEA survey reported some type of reduction in
program because of financial limitations. School districts in Michigan
are facing serious financial problems as noted by Mrs. Barrett.

Mrs. Barrett also made clear that teachers’ salaries have indeed
gone up . . . but at a pace which is just behind, and not ahead of,
other professional workers, both men and women. .

It appears to the MEA that we are at a point in time where:

The demands on the school system in terms of tasks that it is ex-
pected to perform are steadily increasing.

The Nation has produced for the first time in our history an adequate
pool of trained man and woman power to meet these needs.

I happen to have been a high school counselor, a “sputnik,” under
the National Defense Education Act,and I find increasingly, as young
people come to me seeking guidance in terms of a particular vocational
choice, great concern with the fact that many of their friends are un-
able to find employment in the teaching profession. These are usually,
very often, very talented young people, and it seems rather incongru-
ent to me that the National Defense Education Act continues to put
some $1,000 per school year into a particular individual’s education
and we have 103,000 college of education graduates this year who were
unable to find employment.

Senator MonpaLE. We have a bill in conference now, which I intro-
duced, called the Comprehensive Child Development Act, which would
try, for the first time, to encourage a national program to help chil-
dren in the first 5 years of life, with comprehensive day care centers,
with educational components as well. That bill is in trouble, not be-
cause it did not pass the Congress, but because the President says it
is going to cost too much. Two billion dollars, that is the authority in
our bilE "He estimates it would cost $16 billion to help these children
have a chance, which is equivalent to what we are spending to support
the war today. o , ,

My point 1s: If we have a decent program to meet the needs of chil-
dren, we would actually have a shortage of teachers, would we not?

Mr. Orr. That is right.

Senator MonpaLE. This morning, there is a report of the President’s
School Finance Commission, a commission which I believe resulted
from a bill I introduced, and they call for $22 billion Federal expendi-
ture to assist local schools, and, among other things, come out strongly
for helping children in the first years, ages 3 ahd 4.

In other words, when you deal with disadvantaged children, reach
down earlier to help during this period. And, if you add 2 years
to the Nation’s educational services, we are just not going to have
enough teachers, are we? -

So that—we are in-a position here now—that we should look upon
the availability of skilled teachers as a ones-time magnificent oppor-
tunity rather than cursing it and putting these teachers out in the un-
employmentline.

Mr. Orr. My only response, sir; would be, “Right on.”

Senator MoNpaLE. Righton. . =~ "+ h o

Mr, Orr. The basis of support, however, is deteriorating.
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Michigan teachers are keenly aware that our public school system has
a nation-building function.

Four NatioNAL NEEDS

Four national needs are basic to our survivai:

L. There is the need to have literate citizens because our demo-
cratic institutions are based on the idea that power should ulti-
mately rest with the people.

2. There is the need to have a skilled citizenry to be able to
fulfill the many tasks in a complex modern society.

3. There is a need to perpetuate social mo ility in order to
prevent the emergence of a rigid class system that would perpetu-
ate social inequality forever.

4. There is the need for national unity since, in the words of
Abraham Lincoln, “A house divided against itself cannot stand.”

Let’s look at some of the changing demands on our schools.

As the sohools are swept up in the currents of social change, two
factors are becoming more clear to teachers::

On the one hand, the function of the school seems to be changing. The
American school is no longer just an institution for learning, but it is
becoming an instrument for tlic amelioration of social ills. Large num-
bers of disadvantaged citizens look at the schools a¢ the major route by
which suppressed minorities can reverse the evils of the past in one
generation.

On the other hand, we find that the judicial branch of the Govern-
ment has taken the lead in combating separatism in our Nation and the
schools have become the inevitable battleground. Unfortunately, the
fight against segregation has not been pressed with equal vigor
by the legislative and exccutive branches of our State and national
governments.

In these days of uncertainty, doubt, and deepening national ecrisis,
the teachers in our State would like to share with you some of their
thoughts on the problems of equal educational oggortunity along with
s((l)m(la recommendations of how we can move together to implement this
ideal. :

Problems facing Michigan educators in the decade shead are many
and complex. Racial unrest, violence, and unemployment among the
%oung have their roots in the inadequacies of our educational system.

hree problems, however, are of major proportions. :

First, there is the lack of sufficient funds to carry on the changing
mission of our schools. Mrs. Barrett pointed out in her testimony that
the dimensions of this problem are not confined to State boundsries, but
are nationwide in extent. A shortage of funds affects especially the
urban school systems, and, therefore, contributes to inequality in educa-
tional'opportunit%. ' - a

The second problem arises out of the segregation of our population
along racial and economic lines. Boundaries of local school " districts
have emerged as a result of complex socioeconomic developments.
There is little doubt that racial isolation has been enhanced by the
tendency to concentrate along lines of similar heritage, values, and
economic capability. The combined result of these factors has led to the
socially disfunctional consequence of geographic isolation of one group
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from another. Again, this contributes to lack of educational e(ﬁua;l-ity.

The third proﬁlem, undoubtedly related to the first two, is the dis-
parity of opportunity caused by the program of the school itself.
Those of us who work in the urban schools of our State are convinced
that we mnust address ourselves to the improvement of the quality of
the school program for urban youngsters.

KEY TO THE SOLUTION

The key to the solution of these problems is linked, as we see it,
to our belief in the viability of our Federal system. We believe that
the most important aspect of our Federal system is the sharing of
functions between the local, State and national levels of govemment.
We would oppose all remedies which would weaken the delicate bal-
ance of power exhibited between these three points of entry to the
democratic decisionmaking process.

Therefore, we wish to reemphasize our belief that an important
part of the control of our schools nust be exercised on the local level.
The United States is a large country comprising areas diverse in
physical and economic conditions as well as in tradition, and decen:
tralization affords some degree of consumer choice in educational
services.

The point here is, I think, the term “decentralization” might be
confusing to the committee, in that we very well do advocate the
possibility of redrawing district boundaries, the decentralization as-
pect being if we do have a racially balanced school district, the op-
portunity to have different kinds of programs, because of local control,
would be an advantage to the populace.

The need for continuous experimentation in education is best ful-
filled on the basis of local initiative. Innovations have a greater chance
for success if they are implemented by people who have had a chance
in their development and are committed to the idea. Furthermore, lo-
cal patrons must be confronted with their responsibility for the edu-
cation of their children directly. This protects the young from in-
doctrination with values repugnant to their parents.

State governments, on the other hand, have three important func-
tions: (1) To enhance the power of local decisionmaking; (2) to
redraw the boundaries of local school districts in order to maximize
interracial and intercultural diversity; and (3) the most important
obligation of our State government is to delineate a system of educa-
tional finance that equalzes the ability of these new districts to pro-
vide educational services for their children.

Among the States, Michigan enjoys a relatively high income per
child. Our State and local governments collected $428.26 per capita
in taxes in 1969, which places Michigan seventh in a ranking of States.
A little more than half of all State and local revenues are used for
the public schools in Michigan. About 28 percent of Michigan’s popu-
lation was of school age (5-17 years) in 1970. '

. EqQuALIZATION

An antiquated system of equalization, however, places a lleaVy bur-
den on local taxpayers. The involvement of our State government
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reached its peak in 1966-67 when the State’s contribution reached 44.7
percent. By 1969-70 contributions of the State had declined to 40.5
percent. Similar development was observed in Federal contributions
which reached a peak of 5.3 percent in 196667, but receded to 3.8 per-
cent in 1969-70. Thus, the heaviest burden is on local resources, which
must contribute 55.5 percent of all resources.

Inequity is the standard rather than the exception. There are ex-
treme variations in locai funding. In 1969-70 one Detroit metropolitan
area school district with more than 21,000 students spent $1,240 per
pupil. Another school district in the same general area with more than
20,000 students spent only $744 per pupil. It is impossible to justity such
large variations in local expenditures.

The primary Federal responsibility in our view is to help equalize
the ability of our States to support a free public school system K
throngh 14. It is only throngh an assumption of greater Federal re-
sponsibility that we will be able to provide a national balance which
provides a minimum program of educational opportunity for every
American child. We are net opposed to the exercise of proper regula-
tory powers by the Federal Government designed to assure that States
as well as localities discharge their respective obligations. As a mat-
ter of fact, we cry for those regulations. This can best be done through
large general grants to those States which accept the responsibilities
outlined above.

Mustr Criance To Iaprove QuariTy

The desegregation of schools does not in and by itself produce an
integrated society nor does the equalization of the financial burden
realize the ideal of equality of educational opportunity. In fact, the
realization of this American dream is in danger as long as there are
boys and girls who are not able to identify with this national promise.
Our school programs must promote a positive self concept for each
child emphasizing the dignity and the worth of individuals who hap-
pen to be different from the majority culture. We must promote changes
which improve the quality of the school program.

First, ethnic and cultural diversity must be recognized in all curri-
culum content. The school program must make the school the center for
multicultural contact and experience. While the implementation of this
goal is primarily a local responsibility it is a function of the State
government to meet the large preservice and inservice requirements of
the educational personnel. .

Preservice education of teachers must give more attention to multi-
ethnic studies, and no teacher should be certified in any of the United
States unless he can provide evidence that he has a thorough under-
standing of the diverse cultural contributions of all people who make
up our society. Any applicant for certification in the State should be
able to demonstrate: . , : .

(1) An understanding of the life styles of various racial, cultural,
and economic groups in our society ; (2) an understanding of the con-
tributions of minority groups to the cultural and economic well-being
of our society; (3) a knowledge of the psychological principles, meth-

ods, and techniques designed to counteract dehumanizing biases, dis-.

criminatory practices, and prejudicial behavior in the classroom;(4)
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knowledge of the constitutional base and legal iinplementation of per-
sonal and civil rights, especially as they apply to students.

There is an urgent need for nationwide, State-coordinated inservice
training for our teachers. Each State must mount an effort to help our
current teaching force to cooperate with the increasing public demand
for higher performance standards, especially in the area of human
relations and cultural diversity.

The responsibility of the Federal Government in this area should be
primarig' directed toward the establishment of a national office of
pure and applied research in education. The whole area of educational
research should be centralized for the salke of efficiency. We are beyond
the point where a few precious research dollars in education can be
squandered on topics which may only be of passing interest. Educa-
tional research must help us to solve the major educational problems of
our day. We believe that the Federal effort which has worked so well
for “atomic pewer” and “moon power” can also work for “education
power.” : :

In summary, we have reafirmed our strong belief in a federal sys-
tem which is based on a sharing of functions %etween local, State, and
national governmental units. R T

. We have pointed toward racial isolation, insufficient funds, and the
inequalities of the distribution of funds to point to a picture of dis-
parate opportunity for our children. '

We have outlined a set of local, State, and Federal responsibilities
which we believe would contribute to the implementation of the Amer-
ican dreamn of equal educational opportunity for each American child.

On behalf of the Michigan Education Association, thank you for the
opgortunity to present this testimoxziy. '

enator Monpate. Mr. Coleman, did you have a comment ?

Mr. CoLemaN. I have no comments. I will attempt to address myself
to questions that you addressto either of us. - -

Per Purir, EXPENDITURE

Senator MonparLe. You point out that there is one school district, I
assume, suburban Detroit, which spends $1,240 per pupil per year; and
another school district in the same area, which, I assume, 1s central city

Detroit, which expends $744 per pupil. That works out to roughly

$500 difference per pupil per year—$496, to be exact.
If you take a classsize of 20—— - P
Mr. Orr. That ishard to find. SRR
Senator Monpare. That is small. What would be the average class
size? Twenty-five! RENTREL - = RO
Mr..Ort. 1 would say across the State it would run 25 to 30.

- Senator Monbarz. Let us say 20, to have the extreme case, the con-
servative case. Each year there will be;$10,000 more spent in the $1,200
a year classroom than in the $750 a year classroom, a $10,000 a year
per class difference in public expenditure ; is that correct ¢

Mr. Orr. Yes. !0 : : ‘

.Senator Monpare: And inthe course of 12 years, oxié'.t'hrough 12—

and, once ‘again, it is-conservative because often you have kindergar-
ten and so on—the children in the one classroom will have received
an investment $120,000 greater during the course of's12-year-educa-
tion than the others; is that correct ?
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Mr. Orr. Exactly.

Senator Monpare. But the differences do not end there, do they?

Mr. Orr. No, they do not. '

Senator Moxpare. Because if it is a poor, black, ghetto classroom
there are many other differences, many of which are difficult to quan-
tify, which amount probably to as much as the financial input by way
of disadvantage.

As you know, there has been a study of the Detroit schools or the
Michigan school system provided by the Urban Coalition which tried,
among other things, to determine the value of the middle-class college-
educated mother. That must be worth an awful lot to the education of
a child. And this does not show up in the financial figures. Let us see
if wecan find that information—while we are talking.

My point is: I think if someone did a reasonable cost analysis, you
would find that the poor child in the ghetto is'in a classroom 1n which
$120,000 a year less 1s spent than the rich district ; but, by the time you
figure in the difference in help at home, it could well be $200,000 or
more.

Mr. Orr. I really have to think that the progression would be geo-
metric. I see the disparity in just the attitudes.

CHILDREN’S Arrrrunes DIFFER

I happen to teach in a suburban white ghetto, and I see the differ-
ence in the children that cometo me in a counsehing situation in terms
of their attitude toward the school, where, relatively speaking, the
support is high. -

enator MoNDALE. You teach in the Detroit school system? .

Mr. Ort. No; I am o high school counselor in Livonia, a community
of 41 square miles, with 38,000 children, just 22 miles from the city
hall in Detroit. ' ,

Senator MonbaLe. It is poor white? .

Mr. Orr. No, sir. It is lower-middle-class, middle-class, upper-
middle-class. And I happen to teach in a high school building that is
the entry into the community.

Senator Monpare. Where do these children’s families come from?

Mr. Orr. It has been a long time developing. Over the past 20 years,
it has grown from 18,000 to 100,000, ang-much of the development
there is from management from Ford Motor Co., General Motors,
and so forth. And we have a very limited number of children of
< blue-collar workers. S o

Senator MonparLe. Do you happen to know what the per pupil
expenditure is? : L

Ir. Orr. I would have to estimate, but T would say somewhere over
$800—probably between $800 and $900 per child. Thirty-two millicn
., dolars for 38,000 children. You can work with that. -~ . . -

" Senator MonpaLe. Do you sce a difference in the iexpectations and
self-csteem and the rest' from poor families as against the others? .

Mr. Orr. Yes; it is marked. You can sce it. Even though, in effect, .
you look at one child and at another child, and they dress similarly,-
they behave similarly, but their attitude toward education is definitely
‘affected. I am certain of that. - ‘ .

Scnator MonpaLe. Some. of it is at least traceable to the home and
the influence and help they get there?

R Ll
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HoyMr INrLueNCE IMPORTANT

Mr. Orr. I think so. The child that is not exposed to much in the
way of reading materials, for instance, and there does not seem to be
much reading going on in the home—the child does not read. At least,
he does not come to it quite as quickly as those children being read to
at home and who have much in the way of reading material available
to them.

Senator MoxparLe. We were pointing out, Senator Hart, if you take
the central city school system, 1 think it is $744 per pupil per year
compared to $1,240 in one of the wealthy white subm}bs, that works
out to a difference of $10,000 a year in financial input in a class of 20,
and $120,000 during the course of the 12-year education in investment
in. a single classroom.

But that is not all, because of the value of support at home—home
education—which I think is a key clement.

"There was a study made on the value of a mother’s educational
services, and let’s sce—they estimated that a college educated mother
will have provided $17,000 in educational services. In other words,
what it would cost to buy what she contributes to a child by the end of
college. And $13,000 if you were to buy what she is providing by the
end of high school. So you can add $120,000 plus—Ilet’s see—

They estimate that the value of a mother’s educational service from
0 through 7 is $4,900. So there is a difference there of about $7,000 in
oducational services. So that there is a big difference in the kind of
help they get at home.

Mr. Orr. Senator, I believe that Mr, Coleman might very well be
able to shed some light in this area. Herman has worked extensively
with urban children, and he has a background in a Federal project
in Muskegon, Mich., and the urban education project in New York,
in Rochester, dealing specifically with curriculum content and trying
to help with the urban minority youngsters.

Senator MonpaLe. Would you care to comment ?

InatpAacT oF RaciAL IsoLATION

Mr. Conenan. I think one of the limitations we often overlook as it
relates to the education of suburban youth is the impact of racial
isolation on equality of opportunity for white chiidren. And there is
a gross disparity there. :

I think one of the other major limitations of the urban school is the
ill .preparation of teachers as it relates to the enhancement of equal
educational opportunity. :

Public education, by and. large, exists on the thesis that boys and
girls come to us with certain kinds of skills. Those who do not come
£o us with those skills that would result from the exposure to a family
who has a kind of background.that you have just alluded to, Senator,
have a tremendous difference. And I think 1t is tragic that in 1971
that in public education in this Nation that we do not have one in-
stitution of higher education that does an adequate job of training
teachers to teach those who are less than middle class.

And I think we will make some erroneous assumptions relative to
the impact that finances alone can make on the improvement of quality
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of education unless we take a look at teacher preparation and inservice
education needs in urban and suburban school districts.

Senator MoxparLE. Senator Hart ?

Senator Haxr, I had hoped, Mr. Chairman, to be here to welcome
My, Ort and Mr. Coleman, and I apologize. I was trapped by the
phone.

M, Orr. It 1s our real pleasure to see you, sir.

Senator Harr. I wanted to explain to Senator Mondale that my
understanding of the problems of public education has been assisted
enormously by visits I have had with Mr. Ort and associates of his in
the Michigan Education Association.

I think for those of us outside the business of education, the more
we seek to understand it, the more we search for answers, the more we
understand the complexity of the problem. This in no way diminishes
its urgency, and I am sure the counsel he has given this committee will
be useful to the committee, just as this counsel and the MEA’s coun-
sel has been helpful to me over the years. :

MINORITY AFFAIRS

M. Orr. Our organization is making a meager effort, but, I think,
a significant effort in the area of minority affairs. Mr. Coleman now
has a staff of three full-time associates that are trying to deal specifi-
cally with what happens in the curriculum, and particularly in our
urban schools. And he is anxiously awaiting what he thinks is going
to be a breakthrough with some of the agencies he is dealing with at
the present time. :

Senator Harr. Do they relate to existing Federal programs?

Mr. Corexan. Yes. But I am more concerned with what tradi-
tionally happens m public education. I am very much concerned about
utilization of Federal resources as it relates to equality of opportunity.

But, beyond that, we must begin to examine the kinds of things that
classroom teachers need, the kinds of skills classroom teachers need if
we are going to approach the elimination of racism, racial isolation,
and the gross disparity that exists between the opportunities for urban
youth versus those opportunities that are available for white youth.

I think we are witnessing the fear, much of the fear that has re-
sulted from the perpetuation of the “rightness of whiteness” in public
education. ,

I am sure yeu are as knowledgeable as we are about the grave con-
cern that presently exists in Micﬁigan around the question of desegre-
gation, and I do not hear enough people saying—interpreting what
that means to white America. L _ :

- I perceive that perhaps the most disadvantaged child in public
education today is the racially isolated white child, the racially iso-
lated school curriculum. We have a public school program that says
those who are less than white are less than equal.

CoNTRIBUTIONS OF MINORITIES

In the State of Michigan, for example, in 1966, the legislature
passed a Social Studies Act which mandates that all school curriculums
must include the positive contributions of the ethnic minorities to the
history, growth, and development of this Nation.

HILrE

“205

e D o faim B
R R PN PR )




9612

But the followup study done by the State Department, which was
also a part of that act, found that there has been no significant change
in the incorporation of the contributions of ethmic minorities to the
history, growth, and development of this Nation as a result of the
Social Studies Act of 1966.

I think we made an erroneous assumption when we assumed teach-
ers are going to acquire the skills through osmosis.

Senator Haxr. More specifically, and I relate it to Michigan, since
the enactment of the 1966—did you say it was 1966 2

Mr. CoLEman. Yes.

Senator Harr. That act that requires—how did you put it ?—that a
balanced presentation of the contributions of minorities be presented
in the school system ? :

Mr. Coreman. Right. That this would be included in the social
studies curriculums of all Michigan public schools.

Senator Harr. Now, with greater particularity than your gencral
comment, what in total has been done in the 5 years intervening to
present in social studies classes and contributions of minorities?

Mr. Coreman. There presently exists open dialog between the
State superintendent and the publishing houses relative to some re-
forms in the kind of resources that they disseminate to public schools.

Senator Harr. Does that mean in the 5 years there has not been any
change in the textsin those classes?

Mr. CorEmAN. No significant change.

Mzr. Orr. It would take at least 100 years.

Senator Harr. If there had been improvemeut, we would have in-
troduced it within 5 years into our textbooks?

Mr. CoLEman. Iwould agree.

Senator Harr. So it is not an impossible assignment.

What else hasnot been done?

Mr. Coemay. There is no emphasis on cultural diversity in the
academic ‘preparation of teachers who enter the profession.

Senator Harr. You mean, specifically, I am a white man and I want
to be a teacher, and I need training as to how to—what? Understand
the black student? Or have him understand me? Or both ?

Mr. Coreyax. Both. I think there is a need for classroom teachers
to be able to relate positively to the significant kinds of contributions
that minorities have made. ' :

I think it is equally as important for the black child and equally as
important for the white child. :

n my travels around the State talking to students and teachers,
there is great discomfort with the thought that they must be able to
provide a service of this quality when their exposure has only been
through extra resources that comes either from the library or supple-
ments' from publishing companies, this kind of thing. '

TEACHERS MUsT RELATE

I support the notion of etlmic studies, but I think that has gross
limitations, too, because it affords an opportunity for classroom
teachers to cop out. It limits the ability for teachers to deal with the
contributions of ‘ethnic minorities within the climate of the times,
within the context of American history, for example. :
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I talked to a young man in one school district where an ethnic studies
program, a black studies program, does exist, for example, and the
topic of discussion was the Civil War. And he asked a question that
dealt with the involvement of blacks in the Civil War, and that teacher
was unable to answer the question. And the answer given to the child
was, “Well, we do not deal with that in this class. You have to go
down the hall to black history in order to acquire that kind of
knowledge.”

Senator Hart. That suggests that at least in the 5 years, there has
been organized curricula change.

Mr. CoLEMAN. But it has not been approached at the level of sophis-
tication necessary for it to be meaningful.

I think, by an large, we have substituted black nonsense for white
nonsense.

Mr. Orr. I think a change in the curriculum in most of the schools
I am familiar with, where black studies, Afro-American studies, what
have you, exist, is a result of a blazing liberal teacher who has managed
to generate enough enthusiasm among his students to go to the local
board of education and demand that there be that kind of input and
curriculum.

Specifically, we have a minority course in the high school I teach in,
but the curriculum was developed by students from three high schools
in owr district, and they went to the board of education and presented
their concern.

Senator HART. This was done by students?

Mr. Ort. Yes, students. Three blazing liberal white teachers were
involved also. But it was students. ‘

It was a matter of some young teachers who had a belief there is a
need for a change in what 1appens in the schools, generating enough
enthusiasm among high school students to go after such a change, and
it is coming from the bottom up rather than the top down. Maybe it is
not a bad way to develop curriculum, because it may be more entirely
relevant to the children involved. But it is not 2 normal process.

Senator Harr. It is the sort of thing I assume was intended to be
achieved by the 1966 Michigan legislative act, is that correct ? ‘

Mr. Coreman. That is only part of it. The legislative act of 1966
said that in the traditional social studies curricula, that the contribu-
tions of ethnic minorities must be incorporated within its content. . And

.

-that to me is slightly different from ethnic studies, black studies pro-

gramn, a Chicano or Indian studies program. And I think that one of
the reasons why we have had very Il)ittle improvement in this regard
is that we have assumed that those resources that are available—and
we have many resources available in libraries and the universities that
are available for dissemination to school districts—is that teachers
have not acquired the skills necessary to do that. And that is one of the
reasons why I see a tremendous need for more thrust on inservice
education.. S : y
Currurar DrversiTy CoUrses

We have some school districts who have written into their master
agreements with boards of education that courses that incorporate
cultural diversity will be made available to them as g part of inservice
education in their local school districts. In many cases, they are having
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cooperative ventures with higher education where teachers receive
graduate credit for those kinds of inservice programs.

Mr. Orr. I think that an analogy that might be cogent, Senator,
would be that in those institutions that are currently practicing fair
employment, it is quite often the case that you go into an office and you
find the one black that they happen to have on their staff happens to be
by the front door. And in the high schools we still have white and black
history. And, since it lmppene(T at the same time, it might be well to
present it together. I think that is really the cry that Herman is putting
on, that we really should teach history in its context, including all
minorities that really were responsible for the greatness of this Nation.

Senator Harr. The Civil War includes everybody that engaged in
it.

Mr. Coenman. Right.

Senator Hart. Are you in any position—and I know all of us would
understand if you would indicate that you do not have the basis on
which to answer the question—but are you in a position to comment or
make the comparison between the performance in this area, namely,
including in the classroom intelligent explanation and discussion of the
contributions that minorities have made to the country, between the
public school and the private school ?

Mr. Corexan. I cannot give an intelligent answer. I just do not have
any data to support what is happening in private schools.

genatm' Harr. Thank you, Mr. Chairman.

Senator MoNparLe. I have no further questions. I am very grateful
to you for your contribution. As always, the Education Association 1s
doing great work, and we are most grateful to you.

Senator Hart. May I put on the record what I told them on the oc-
casion of onr very last visit?

Senator MonpALE. Certainly.

Senator Harr. The thanks of at least future generations I think will
be unanimous. Contemporarily, there is a great division, but let me
thank you and the leaders of the Michigan Education Association for
your very courageous and I think very sensible reminder—if I could
paraphrase it—— : ‘ '

What we are talking about are public schools, and public schools
oqemte within the limit of the 14th amendment, in that those things
which the courts tell us are required in order to deliver the promise of
the 14th amendment, should (}i
and teachers, and students.

Mr. Orr. Yes, sir.

Senator HArT. It is not an easy message, I know.

Mr. Orr. Not at all.. ‘ : g

‘Senator Hart. But it-is a very basic one.

Mr. Orr. Our teachers in Michigan are beginning to come around.

Senator MonpaLe. Thank you very much. '

The committee is in recess, to reconvene at 10 a.m. on November 3,
in room 1114 of the New Senate Office Building.

(Whereupon, at 10:55 a.m., the Select Cominittee was recessed, to
reconvene at 10 a.m. on November 3, 1971, in room 1114 of the New
Senate Office Building.)
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